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There has been an abundance of research on the subject of ability 
grouping. In an article entitled "The Maze of Research on Ability Group­
ing" (45), Harry A. Passow listed eight problems that prevent accurate 
generalizations from the research on ability grouping. These problems were 
as follows (45): 
1. Variation in scope of aim and purpose 
2. Differences in number of students, number of groups, and size 
of classes involved 
3. Differences in duration 
4. Differences in the means of matching experimental and control 
groups 
5. Differences in curricula and methods of teaching 
6. Differences in the deployment of teachers 
7. Differences in the instruments and techniques used in evalu­
ating changes in pupils 
8. Failure to assess the effects of grouping on teachers and 
administrators. 
Results from studies of ability grouping programs were found to be in 
conflict. In a study by Wallace A. Simpson (58), it was concluded that 
heterogeneous grouping led to a better self-concept on the part of the slow 
learner. In a study by Ernest Dyson (16), it was concluded that ability 
grouping alone did not have a significant effect on either reports of 
acceptance of self or academic self-concepts. Yet in another study by 
Marion R. Adkison (1), it was concluded that homogeneous grouping, under 
the conditions of the study, appeared to be detrimental to those in low 
status groups and has had a positive effect on those in high status 
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groups. Martin C. Olavarri (43) concluded that, in general, students at 
the lower ability levels have higher feelings of self-worth in the homo­
geneous classes than in the heterogeneous classes. 
In spite of the wide differences in the findings of the researchers in 
the area of ability grouping, there appeared to be some aspects of ability 
grouping programs that were generally accepted as positive factors. 
It has been concluded that many criteria are needed to measure ability. 
According to the National Education Association (40, p. 11) there was a 
need to use multiple factors in identifying ability: 
Factors that must be considered in the identification of 
ability are chronological age, physical and social maturity, 
mental age, reading readiness, IQ, specific skills, work habits, 
emotional maturity, and range and level of educational achieve­
ment, to name but a few. No factor should be given isolated 
consideration in the attempt to identify ability. A pupil with 
a high IQ and a low level of social or physical maturity may be 
more harmed than helped by placement in a special class or by 
acceleration; a pupil with an "average" IQ and great creative 
potential may never have the opportunity to fully realize his 
gifts if grouped with other pupils of similar IQ. There is, 
unfortunately, no ideal basis on which to group children. It 
must be stressed, however, that where ability grouping is used, 
it is imperative that maximum effort be made to group children 
on the widest possible bases and with maximum knowledge of each 
pupil and his needs. (40, pp. 11-12) 
Sequence of content, texts and supplementary materials, assignments 
and general activities should vary between ability groups if grouping is 
to have any purpose. According to a National Education Association re­
search memo (40, p. 10); 
In homogeneous classes: Is the school so equipped that 
the academically talented may have opportunity to explore be­
yond the curriculum demands — are there science laboratories, 
is there advanced equipment, are there books beyond the reading 
level of whatever grade the school program terminates in; is there 
special equipment to facilitate the instruction of slow learners 
-- audio-visual devices, special books? 
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Scheduling should be flexible enough to allow for easy movement of students 
between various ability groups (40, p. 10). 
Need for the Study 
The various findings of studies on ability grouping did not allow for 
generalization from one district to another. Therefore, the ability group­
ing program in Des Moines was analyzed in depth in this study. The study 
was conducted in the light of the salient factors in the literature which 
were considered to be positive aspects of ability grouping. It was con­
sidered, for example, necessary to determine the extent to which the Des 
Moines Plan was instrumental in offering different educational treatments 
to the various groups involved. It was also considered necessary to try 
to determine the extent to which teachers found ability grouping successful 
as an aid to education in Des Moines. 
The Problem in Des Moines 
The Des Moines tracking program was the result of a recommendation by 
secondary principals in the spring of 1961. On November 21, 1961, a 
Committee on Talented Students made nine recommendations to the Des Moines 
Superintendent of Schools and the Board of Education. The suggestion that 
the recommendation made by the principals be accepted was among those nine 
recommendations (53, p. 1). 
A tri-level tracking program was then approved by the Des Moines 
Board of Education in January of 1962. The plan was to be initiated in 
grades seven through twelve. At that time, a committee was organized to 
make recommendations for the implementation of the program. The program 
was to be implemented by the fall of 1962 (50, p. 1). 
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The committee described the three levels as follows (33): 
1. Advanced "A" 
"A" would.indicate advanced track for those pupils having 
high motivation, high ability, and continued superior per­
formance. 
2. General "B" 
"B" would indicate the general, regular, or middle track 
which would be geared to the average student. The general 
track pupil would be achieving at or near grade level. 
3. Basic "C" 
"C" would indicate the basic course tracked to concentrate 
on basic fundamentals and study skills needed by those of 
lower ability and/or low motivation. 
It was further recommended that the student's track be recorded on report 
cards, class lists, cumulative records and by footnotes on transcripts (34). 
The committee also recommended that assignments to tracks be done by 
individual scheduling as opposed to block or group scheduling. Because of 
that recommendation, students were able to be placed in one track in 
language arts and in another in social studies (33). 
The committee further recommended that at least two levels of instruc­
tion be offered during the same period in the same subject area. The pur­
pose was to permit an easy exchange of students from one track to another 
(33) . 
Finally, the committee recommended that teachers not be assigned more 
than two ability levels at one grade level, that no instructor be given 
more than two grade levels, and that attempts be made to give teachers of 
the same track preparation time together to allow for the exchange of ideas 
(33). 
The tracking program began on a city-wide basis in the fall of 1962 
as scheduled. Only students in grades seven through twelve in social 
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studios and language arts classes were tracked. 
As of May, 1968, there had been only two studies of the Des Moines 
Independent Schools' Track Program. Neither study was comprehensive in 
nature. 
Purposes 
The purposes of this study were as follows: 
1; To serve as an example of one way to analyze ability grouping. 
2. To determine the effectiveness with which students were being 
tracked or grouped in the Des Moines Plan. 
3. To determine possible deviations from expected performance levels 
as a result of the Des Moines Plan, 
4. To determine possible changes in teacher perceptions of various 
aspects of the Des Moines Plan. 
5. To detect differences within homogeneous groups. 
6. To determine the effectiveness with which materials and methods 
have been differentiated between the various ability groups. 
There was a need at the time of this study to supply the Des Moines 
Board of Education with objective information about the tracking program in 
order to help them decide the future of the Des Moines Ability Grouping 
Plan. 
Definition of Terms 
The following terms were defined in order to aid in the interpretation 
of the data: 
1. Ability group: pupils grouped together on the basis of one or 
more ability factors for the purpose of narrowing the range of 
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academic ability in an instructional group. 
2. Track: An ability group in language arts or social studies in 
the Des Moines Public Schools. This should not be confused with 
a specialized program such as machine shop, pre-health, drafting, 
college bound, etc. Such programs are called "core areas" in 
Des Moines. 
3. Advanced track: The upper ability group in the Des Moines Ability 
Grouping Program. 
4. General track : The largest and the middle ability group in the 
Des Moines Ability Grouping Program. This group was termed the 
group that should receive the type of education usually given to 
heterogeneous groups. 
5. Basic track: The lowest ability group in the tracking plan. 
This group has more ability than "Special Education" groups. 
Special Education groups were not considered a part of the track­
ing plan and were in existence before the tracking plan was 
formed. 
6. Talented track: A small group within the advanced track. Stu­
dents in this group are of greater ability than other advanced 
students. Since 1965, it has been considered as a program separ­
ate from the track plan, 
7. Special education: A plan for a small group of students with very 
extreme academic limitations. The program has always been con­
sidered as separate from the track plan. 
8. Most able student: A student in a given section who was picked 
by the classroom teacher as having the most ability in that 
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section for the purpose of this study. 
9. Most average student: A student who was considered most repre­
sentative of the typical student in a section for the purpose of 
this study. 
10. Least able student: A student who was considered by the teacher 
to have the least ability in a given section for the purpose of 
this study. 
Sources of Data 
The sources of data were as follows: 
1. An opinionnaire sent to a random sample of language arts and 
social studies teachers in the Des Moines system. 
2. An opinionnaire sent to all language arts and social studies 
building department heads in the Des Moines system. 
3. Four sets of student data sheets that included the following: 
a. Iowa Tests of Educational Development scores 
b. Iowa Tests of Basic Skills scores 
c. IQ 
d. Approximate number of visits to an advisor for discipline 
reasons over the past two years period 
e. Days absent during the fall semester, 1967 
f. Number of school officials aware of parent contacts for 
the purpose of influencing school officials to change a 
student's track 
g. Behavior rating by classroom teacher 
h. Work sample scores based on work samples developed by 
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department heads for the study 
i. Social studies or language arts grade from fall semester, 
1967 
j. Track in which student was placed 
k. Subgroup devised for the study. 
The four sets of data sheets were necessary because there were four 
different groups of students in the study. There were two groups in social 
studies: one sample from grade eleven and one from grade eight. There 
were two groups in language arts: one sample from grade eleven and one 
from grade eight. 
It was necessary to vary the data due to the differences in the sample 
groups. The four groups were available for the purpose of replication where 
necessary to validate possible findings. 
Delimitations of the Study 
The scope of this study was limited to the investigation and analysis 
of ability grouping in social studies and language arts in secondary 
schools in the Des Moines Public Schools. 
The design of this study might be considered appropriate for analysis 
of other ability grouping programs, but the specific findings were limited 
to the district involved. 
The factors used to determine expected performance levels and other 
aspects of ability were limited to selected sections of the Iowa Test of 
Educational Development, selected sections of the Iowa Tests of Basic 
Skills, IQ as measured by the Lorge-Thorndike test, grades, work samples 
devised by local educators, and behavior based on visits to advisors for 
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reasons of discipline, days absent, and teacher ratings. 
Organization of the Study 
The study was organized with the cooperation of the Des Moines Public 
School system. The data was gathered by classroom teachers, department 
heads, counselors, vice-principals, and advisors. Department heads were 
responsible for the data at the building level. Department heads were in­
volved in a series of meetings for the purpose of organizing the data, es­
tablishing work samples, and receiving instructions on administering the 
gathering of work samples. 
The following null hypotheses were tested: 
1. There will be no significant correlations among ability 
factors based on standardized tests, ability factors based on 
local evaluation instruments, behavioral factors related to dis­
cipline, and parental pressure. 
2. There will be no difference between expected and predicted per­
formance levels based on standardized test scores, within any 
track. 
3. There will be no significant difference between subgroups of ex­
treme ability within the same track. 
4. There will be no significant difference between groups of least 
ability in a given track and groups of most ability in the next 
lower track. 
5. There will be no discernable differences in materials and methods 
between tracks. 
6. There will be no difference in teacher opinions toward various 
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aspects of tracking in 1968 and 1963. 
7. There will be no significant difference between groups of most 
average ability in a track and groups of most average ability in 
the next lower track. 
Summary 
The purposes of this study were to contribute to a better understand­
ing of the ability grouping program in the Des Moines Schools, to serve as 
a possible guide to analysis of ability grouping, and to encourage the use 
of statistical analyses in decision making by school officials in Des 
Moines. 
After five years of ability grouping, the Des Moines School Board in­
dicated a desire to have an analysis of the tracking plan. A study of the 
literature led to the conclusion that generalizations from one plan to an­
other could not be recommended. 
Seven hypotheses were tested in an effort to determine how effectively 
Des Moines was grouping, how successful it had been, and changes that may 
have occurred in teacher perception of various aspects of the program. 
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REVIEW OF LITERATURE 
In a research memo, the National Education Association (41, p. 3) 
annotated a list of 25 grouping practices. It was pointed out that the 
list of 25 was "by no means comprehensive". The list was used to serve as 
an illustration of the many ideas that have been advocated in ability group­
ing. The list, without the annotations, was as follows: 
1. Grade grouping 
2. Split-grade plan 
3. Promotion practices 
4. Multigrading 
5. Ungraded and nongraded grouping 
6. Dual progress plan 
7. Departmentalization 
8. Platoon grouping (also known as "work-study-play grouping") 
9. Intra-class grouping 
10. Teacher-pupil planning 
11. Special grouping for the gifted 
12. Opportunity room 
13. Inter-classroom grouping 
14. Team teaching 
15. Cooperative group plan 
16. Summer programs 
17. Extracurricular grouping 
18. Vestibule groups 
19. Dalton plan 
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20. Social maturity grouping 
21. Social maturity-teacher personality grouping 
22. Intra-subject grouping 
23. Track plans 
24. Trump plan and the Newton plan 
25. Specialized high school 
Pros and Cons 
Ability grouping has been objected to on the grounds that it creates 
unhealthy self-concepts. It has been accused of making snobs out of stu­
dents in the upper groups and placing a stigma on students in the lower 
groups (39, p. 76).-
Using a control group, Marion R. Adkinson made a comparative study to 
determine the effect of grouping on attitudes of self. The findings were 
as follows (1): 
1. Attitudes of low-ability groups in Experimental Schools and 
Control Schools were significantly different in many cases, 
but not in a majority. However, in almost all cases. Experi­
mental Schools expressed less positive attitudes. 
2. Attitudes between low-ability and high-ability grouped pupils 
in Experimental Schools were significantly different, deter­
mined by the group in which they were placed. 
3. The difference in attitudes between high and low-ability 
groups was greater in Experimental School III (upper-middle 
socio-economic level) than in Experimental School I (upper-
lower socio-economic level). 
4. Attitudes between low-ability groups in Experimental Schools 
I and III were significantly different in approximately fifty 
per cent of the cases. 
5. Differences in attitudes resulting from a pupil's position 
in intra-class grouping were not as great as inter-class 
differences. 
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6. More teachers in homogeneously grouped schools favored abili­
ty grouping (forty-four per cent of total cases) than 
opposed it (thirty-one per cent of total cases). All 
opposed were teachers of low-ability classes. 
It was concluded that homogeneous grouping at the elementary level, under 
the conditions of the study, was detrimental to those in low groups. 
However, in a study of secondary students by Martin C. Olavarri (43), 
it was concluded that students at the lower ability levels had higher feel­
ings of self-worth in the homogeneous classes than in the heterogeneous 
classes. It was thought that this was accomplished by providing opportuni­
ties for the lower ability student to experience successes. 
Ability grouping critics feared that separation was a deterrent to 
equal opportunity for success. These criticisms, of course, were less 
valid when students were grouped in only part of the school day (41, p. 6). 
In most of the literature, planned contacts daily for all levels of in­
tellectual ability and among all socio-economic levels were advocated. 
Ability grouping has been objected to on the grounds that only aca­
demic achievement is considered as the aim of education (17, p. 431). Pro­
ponents have stated that grouping is consistent with educational aims be­
cause it prepares all pupils to the maximum of individual needs and abili­
ties due to the narrower range of ability (41, p. 6). 
Another objection to ability grouping deals with financial and facili­
ties problems. Only large schools can group on the basis of ability with­
out the cost becoming prohibitive. In a study of ability grouping in 
North Carolina the evaluative criteria were established (55): 
1. Grouping plans are formulated through a cooperative effort of 
school staff and administration. 
2. A well thought-out philosophy of ability grouping is stated 
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in the form of purposesobjectives, and/or assumptions rela­
tive to ability grouping. 
3. Identification and selection of students for the various 
groups are made on the basis of predetermined criteria; more 
than a single criterion is used. 
4. The ability-grouping plan is flexible. 
5. Daily contact is made among all socio-economic and intellectual 
levels of students. 
6. Provision is made within the ability-grouping plan to provide 
for all levels of intellectual ability and student interest by: 
a") forming multiple sections of each subject in which ability 
grouping is practiced, and b) providing differentiated pro­
grams of study for each section or level. 
7. Administrative attention is given to the assignment of teach­
ers to the various groups or divisions. 
8. The grading (marking) system takes into consideration the 
multiple standards being used in various ability groups and 
is uniformly administered by the staff. 
9. Students, teachers, and community understand the ability-
grouping plan being used. 
10. The ability-grouping plan is periodically and thoroughly evaluated 
and altered according to findings. 
As was to be expected, only the large schools were able to meet the evalua­
tive criteria of ability grouping in most cases (55). 
Selected Research Studies on Ability Grouping 
In a 1966 research memo (41) summaries of 15 studies were given to 
exemplify the kinds of research and findings from the year 1960 through the 
year 1966 (41, p. 9). These 15 studies were summarized in this section as 
follows: 
1. In 1966, Balow and Curtin (2) conducted a statistical analysis of 
150 pupils which was based on pupil records. There were two 
groups. Group A was a heterogeneous group of pupils who ranged 
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in IQ from 81 to 163. Group B was a three ability level group. 
The three levels in group B were as follows: 
1. IQ, 100-122 
2. IQ, 123-141 
3. IQ, 142-181 
The hypothesis was that ability grouping of bright pupils by a 
narrow IQ range could significantly reduce the range of achieve­
ment over heterogeneous grouping. Only upper-middle-class students 
were used due to the area. 
The results of the study indicated that grouping by a narrow 
range did not achieve homogeneous achievement. The average re­
duction in range, by comparison with the heterogeneous group, was 
only five per cent. In no skill area was the range significantly 
reduced. 
2. In 1964, Borg (5) conducted a four-year study of 4,000 pupils in 
grades 4, 5, 6, 7, 8, and 9. There were two districts in the 
study. District A had a three level ability grouping program. 
District B had heterogeneous grouping. The grouping in district A 
was based on composite achievement scores. 
Over 100 different comparisons were made. No clear pattern 
favored one system over the other. A higher proportion of the 
favorable comparisons for ability grouping came during the first 
year. No significant effect on attitude toward peers was found 
due to grouping. Favorable attitudes toward teachers was more 
predominant in slow and fast ability groups than in random groups. 
Slow ability groups displayed the least favorable scores on 
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emotional adjustment. 
In 1966 a study was conducted by Borg and Pepich (6). There were 
two groups. One group consisted of slow learners in ability 
grouping and the other consisted of slow learners in heterogeneous 
grouping. Eighty pupils in the tenth grade were used the first 
year. Seventy-two pupils in the tenth grade were used the 
second year. 
The groups were compared on the basis of English achievement, 
listening skill, study methods, participation, absences and tardi­
ness, attitude, and self-concept. 
No significant differences were found in English achievement, 
study habits, and listening skills. The homogeneous groups of 
slow learners participated more, made quality contributions and 
gained more favorable self-concepts. 
In 1964, a study was conducted which involved 198 pupils. There 
were two schools in the study. One school was ability grouped; 
the other heterogeneously grouped. The grouping was based on IQ 
and general achievement. A sociometric questionnaire was used to 
examine the effects of grouping on sociometric patterns (41, p. 9). 
No significant differences were found when comparing the 
social structure of the ability grouped with the heterogeneously 
grouped sixth grades. Ability grouping did not appear to limit a 
child in his friendship relationships. Those ability grouped were 
more aware of their ability. 
In 1963, a study was conducted which involved eight sixth grade 
classes. Intra-classroom grouping was compared with whole-class 
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instruction. Differences in arithmetic achievement were tested. 
Experimental groups of academically talented and slow learners 
gained significantly over the pupils in the control group at the 
same ability levels (41, p. 9). 
In 1963, Drews (15) conducted a one year study of 432 ninth grade 
pupils. Academically talented, average, and slow learners were 
compared in homogeneous and heterogeneous classes. The compari­
sons were made on the basis of gains in reading and language 
achievement, problem solving, and critical thinking. Students in 
the homogeneous groups were grouped on the basis of IQ, reading 
comprehension and language skills. 
No significant differences were found during the school year. 
In 1963, Enzmann (19) conducted a four year study of 365 pupils 
successively from grades nine through twelve. All of the students 
were two years above grade level in achievement and had an IQ of 
over 118. Half were in a special arts and science curriculum for 
the gifted and half were in a regular curriculum. 
There was no evidence that the specifically designed curricu­
lum assured higher academic achievement by gifted students. 
In 1964, Frankel (20) conducted a study of academically talented. 
The entire student body of 158 high school pupils in a summer 
program for the academically talented. Significant growth was 
found in the areas of self-reliance and special talents. Aspira­
tions remained constant. Self-satisfactions increased. 
In an eight month study of grades one through three, Halliwell (27) 
measured the gains in achievement of primary pupils after 
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nongrading is adopted. This measure was compared wi-th achievement 
scores of the previous year when pupils were kept in grades. 
Nongraded reading scores were found to be superior at the 
first grade level. There were no significant differences in read­
ing scores at the second and third grade levels. Students at the 
third grade level were superior in spelling. Teachers reported 
spending less time teaching reading under the nongraded program. 
10. Hillson, Jones, Moore and Van Devender (30) concluded that pupils 
of all ability levels in the nongraded program achieved at a 
significantly higher level than similar pupils in the graded situa­
tion. The pupils in the graded situation were grouped on the 
basis of reading level. There were 26 pupils in each group. 
11. In 1960, Mann conducted a study of 102 fifth grade pupils who had 
been grouped into four ability levels on the basis of IQ and read­
ing readiness. Based on a questionnaire, the results indicated 
that high and low groups were more conscious of their ability than 
the middle two ability levels. 
12. In 1962 Passow and Goldberg (46) conducted a two year study of 
3,000 fifth and sixth grade pupils. Five ability levels were used. 
The effects on academic achievement of the presence or absence 
of gifted pupils in groups, and the effects of various ranges of 
ability within groups were measured. 
Ability grouping as such did not have positive effects on 
academic attainment. Variations in achievement were influenced 
more strongly by teacher and group differences in classrooms than 
by ability range. 
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13. Passow, Goldberg, and Link (47) conducted a study involving 112 
students. The study lasted three years. The students were in 
the study from grades seven to nine successively. All of the stu­
dents were considered academically talented based on IQ, arith­
metic achievement, age, teacher rating, and sex. 
Acceleration achieved more gains in mathematics than enrich­
ment or control groups. 'It was concluded that earlier introduc­
tion of more difficult material or increased tempo results in 
greater mathematical competence and in somewhat more positive 
attitudes toward mathematics. 
14. In 1960, Porvus (53) conducted a study of 494 pupils in grades 
four through six. All students were either academically talented, 
average, or slow learners based on the arithmetic concepts sub­
test of the Iowa Test of Basic Skills. A heterogeneous control 
group was used. 
A comparison of the bright, slow, and average students 
showed that the academically talented profited most from ability 
grouping; the average child profited slightly; arid the slow learn­
ers profited no more from ability grouping than they would from 
heterogeneous classes. 
15. In 1964 Wirick and Chambers (62) conducted a study of 163 pupils 
in grades three to six. All the students were academically 
talented based on IQ. After one year in a special program for 
the academically talented, the mean-percentile scores of all the 
gifted children was exactly the same as it was at the time of 
initial testing. 
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As can be seen from the extent of the variety of findings, grouping 
plans varied throughout the nation. The Des Moines Plan was not like any 
of those in the literature in a strict sense. Although track plans were 
mentioned in the literature, they were like the Des Moines track plan in 
title only. The difference in findings from district to district could 
have been attributable to the differences in design of the ability group-
ings. 
History of the Des Moines Track Program 
As previously stated, the track plan grew out of a committee which 
was established by Superintendent John Karris in September of 1960. The 
purpose of the committee was to review policies and practices on instruc­
tion for talented students. Among nine suggestions by that group was the 
suggestion that a track plan be established. The Board of Education 
approved (54, p. 1). 
A committee was formed to make recommendations for the implementation 
for the track program for the fail of 1962 in the subject areas of social 
science and language arts. This committee identified the tracks as "ad­
vanced", "general", and "basic". These terms were to remain as the names 
of the three ability levels. The code letters which were "A", "B", and 
"C" respectively were later changed to "A", "G", and "B" (33, p. 1). 
The committee recommended certain flexibility factors in scheduling. 
It was recommended that students be assigned on the basis of individual 
scheduling for each subject area rather than in blocks. In that way, a 
student was able to be in the top track in social science and not in 
language arts. In the same spirit, it was recommended that at least two 
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levels of instruction in any subject area be offered during the same period. 
That permitted the exchange of students from one track to another (33, 
p. 1). 
It was recommended that teachers were to be assigned to not more than 
two ability levels at one grade level. No teacher was to be assigned to 
more than two grade levels. Where possible, teachers of the same instruc­
tional level were to be given the same planning periods. Efforts were to 
be made to assign teachers to the levels they were most suited to (33, 
p. 2).  
It was recommended that efforts be made to strengthen communications 
between schools. Elementary schools were to recommend students to tracks 
to the junior high schools. Junior high schools were to recommend students 
to tracks to the senior high schools. Careful and thorough communications 
with parents and students were recommended also (33, p. 2). 
In a speech to the Roosevelt High School Parent Teachers Association, 
Paul Mitchum, who was then Assistant Superintendent of Schools, stated 
that the tracking program would help to build a strong instructional pro­
gram for all pupils which would "provide different courses for different 
needs", "set tasks which pupils can do and which are challenging", "differ­
entiate instructional materials for various needs of pupils", "differentiate 
teaching methods", and "improve the instructional offerings for all 
pupils" (37, p. 4). The talk was delivered on September 20, 1962. 
On October 5, 1962, the Department of Instruction made a written 
statement about the track plan. Using a question-answer format, the state­
ment was designed to clarify some of the concerns about the track plan 
(37, p. 1): 
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QUESTION: Is this the first differentiated grouping of pupils for 
instruction in our schools? 
ANSWER: No. We have had special education for slow learners for 
half a century. For at least five years we have had 
talented student groups in four elementary school centers 
in fifth and sixth grades. For several years our second­
ary schools have experimented with groupings for high 
achievement pupils. In 1960-1961 East High School had 
approval for a two track experiment in eleventh grade 
English and history. In 1961-1962 Lincoln High School 
tried a three level track plan. For a number of years we 
have had some advanced mathematics classes from the eighth 
grade on. There have been tentative groupings in English 
—. - and science. 
In the same statement, many other aspects of the tracking program were 
discussed. Some of the important aspects are paraphrased as follows (54): 
1. Talented students were to be considered a part of the advanced 
track rather than a separate group. 
2. Many of the general track students were to be college bound. Only 
the most capable college bound students were to be in the ad­
vanced track. 
3. Track changes would usually be made on the recommendation of the 
classroom teacher and implemented by the counselor. 
4. Two of the most important indications that a change in track was 
needed were: a) marked inability of the pupil to perform the work 
set forth in the advanced or the general track and, b) obvious 
indication that the pupil can and wants to perform work set forth 
in the general or advanced track, 
5. A student could receive any mark no matter what track the student 
happened to be in. However, talented students could not receive 
less than a "2" (a "2" in Des Moines is equal to a "B" in other 
systems). This was true only of talented students. Other 
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advanced track students could receive any grade from "1" to "5". 
6. The general instructional objectives were to be the same for all 
tracks. The methods and materials were to differ. In some cases 
college texts were to be used. 
7. There were cautions to be observed. Tracking was to be kept 
flexible. It was essential that texts and other materials were 
to differ. Care was to be taken that social or personal stigmas 
were to be guarded against. Upper ability groups were to receive 
more on a "qualitative" basis, but not necessarily on a "quanti­
tative" basis. 
In 1962, an underlying philosophy behind the track plan was developed 
for the language arts department (51). The following was stated about the 
advanced track language arts cl-a«ses and students; 
Students in the Advanced Track language arts classes are es­
pecially capable of an expanded program which will prepare them 
both for optimum personal satisfaction and responsible roles in 
the community. Because this group will need a minimum time to 
grasp basic grammatical and usage concepts, more time can be 
spent on literary appreciation, extensive reading experience, 
and composition. Many of this group may be encouraged in crea­
tive writing. The maturity of these individuals will enable them 
to work both independently and in small groups to achieve the 
experience and skills needed for responsibility as leaders and 
as contributors to groups. These students should have many ex­
periences in oral communication, both speaking, and listening, 
with particular attention to critical listening; and they should 
develop note taking and summarizing skills. These students 
should be challenged to work to their capacity and should be 
encouraged to evaluate their own performances in relation to 
their potentialities. 
The philosophy for the general track was to be the same as was put 
forth in a specific list of objectives that were in force before the track 
plan was implemented. In 1960, these objectives were listed as follows 
(13): 
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1. To learn to read and listen critically 
2. To learn to speak and write effectively 
3. To gain an understanding of the ways in which human beings 
act, think, and feel 
4. To learn to draw inferences and deduction 
5. To learn and to apply principles of logical thinking 
6. To learn and to apply principles of good usage, grammar, and 
mechanic s 
7. To use literature as a source of spiritual and aesthetic 
satisfaction 
8. To learn to appreciate vicarious experiences that literature 
provides 
9. To develop skill in the use of reference resources 
10. To learn to organize materials of oral and written ex­
pression logically and effectively 
11. To improve reading skills at every level of development 
12. To expand vocabulary comprehension and usage through wide 
and varied experiences in listening, speaking, reading, and 
writing 
13. To speak convincingly before an audience 
14. To give expression to inherent creative talent as it can 
manifest itself in the language arts. 
The language arts philosophy for the basic track was as follows (51): 
Underlying the entire philosophy for the basic track program 
should be a development of a sense of pride and self-respect. 
To carry out this philosophy, it will be necessary that the 
program take the pupil at the level at which he is achieving. 
The basic track exists to help pupils who have serious verbal 
limitation. Appropriate materials will be provided to help 
them improve in language. Teachers and pupils should recog­
nize that growth is likely to be slow, but they should appre­
ciate and be gratified with any progress. 
The basic track program should be meaningful to pupils with re­
gard to both their everyday experiences and to their preparation 
for their future. Recognizing that each year might be a 
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terminal year for the pupil, teachers should make each year's 
program as practical as possible. 
There was some questioning about the grading within the tracks. As a 
result a committee was formed to study the grading procedures for the 
track plan (8). As indicated on pages 22-23 herein, the original materials 
on the program indicated that students could receive any grade regardless 
of track (54). The mood of the writing by the committee on grading was 
somewhat different. The policy of grading in the advanced track was as 
follows (8): 
Students in the top group should, by virtue of their special 
ability, earn grades of 1 or 2. It is entirely possible (al­
though rare) that students in this group may receive a grade of 
3 or below, however, these students should be counseled and, in 
most cases, be reassigned to the middle group. 
The following was stated about the policy of grading regarding the 
general track (8): 
Students assigned to the middle ability group will generally 
earn a grade of 3, however, grades of 2 or 4 will not be rare. 
Under exceptional circumstances, students may receive a grade 
of 1. In this event, these students should be counseled and, 
in most cases, be reassigned to the upper ability group. 
The following was stated about the policy of grading regarding the bas­
ic track (8): 
Students who are assigned to the basic group should generally 
receive grades of 3 and 4. Students in this group may receive 
a grade of 2, however, these students should be counseled and 
consideration be given to reassignment to the middle ability 
group. Grades of a 5 may be assigned to students in this group, 
however, this should only be for those unwilling or unable to 
meet minimum standards for this basic ability group. 
In September of 1963, John Harris, Superintendent of Des Moines 
Schools made the following written statement in regard to grading (29): 
Any pupil in any track may receive a mark from one to five. This 
enables teachers of Basic Track pupils to give recognition to 
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effort and application and at the same time it permits teachers 
in the Advanced Track to assign a mark of three or four to the 
capable child who is failing to live up to his ability. On re­
port cards and all official records of the school the Track is 
designated as well as the mark. In addition, for college en­
trance requirements the marks are counted in such a manner as to 
safeguard the record of Advanced or General Track students. In 
other words, for college purposes, a "one" in the Advanced Track 
ranks higher than a "one" in the General Track which in turn 
ranks higher than a '.'one" in the Basic Track. 
The weighting mentioned by Dr. Harris was a system whereby each mark 
in the advanced track was considered to be one mark better for the pur­
poses of college entrance and class standings. Marks in the general track 
were considered to be the same as given for the mentioned purposes. Marks 
in the basic track were considered to be one poorer. 
After the implementation of this system, the number of failures in 
language arts and social sciences were lowered. This was not true for 
other areas. Table 1 illustrates this. 
If the 1961-62 percentages had been applied to the 1963-64 school 
year, tho.re would have been 206 more failures in social studies in high 
school in the Des Moines Public Schools. The same was essentially true for 
language arts (57). 
Guide liles for the selection of students 
A list of 11 items was developed to serve as guide lines for the selec­
tion of stuQents fLr each urack. These items were as follows (26): 
1. Both objective and subjective data must be used in selecting 
students for each of the three tracks. 
2. In general, teacher raring, subject grade and basic test 
dcta will form the basis for making selections. 
3. At the completion of each semester every student's academic 
record should be reviewed by his teacher to determine 
whether or not he is properly placed. A student receiving 
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Table 1. Senior high school failure percentages for four school years 
with English and social science classes grouped by ability dur­
ing the last two years 
Subject 1960-61 1961-62 1962-3 1963-J 
All subjects 3.7 3.7 2 r 9  3 
Orientation courses 6.6 5,8 5.5 11,7 
Vocational courses — - - 5.5 8.2 
Bookkeeping 5.8 6.5 6.9 7.5 
Industrial arts 5.2 8.2 6.9 6.1 
Typing 4.8 4.6 4.2 5 
.Mathematics 4.7 3.9 3.6 4.4 
General commercial 4.8 4.6 4.2 4.1 
Science 3.9 4.6 3.1 3.5 
English 4.4 3.5 1.9 1.7 
Social science 3.1 3.3 1.8 1.7 
a grade that is a radical deviation from the recommendations 
in paragraphs 4, 5 and 6 would indicate he is misplaced. 
4. Students chosen for track I would ordinarily be expected to 
be receiving grades of 1 or 2 and having test scores above 
the 75th percentile. 
5. Students chosen for track III would ordinarily be expected 
to be receiving grades of 4 or 5 and having test scores be­
low the 25th percentile. 
6. Students chosen for track II would ordinarily be expected to 
be receiving grades of 2, 3 or 4 and fall between the 25th 
and 75th percentile. 
7. Because judgment is subjective and measurement not totally 
accurate, the range of percentile ranking derived from test 
tcor.;s for any one trùctc xs.9.y exceed fifty. Example: In 
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track I you may have a student score at the 99th percentile 
on a standard test while another student may score as low 
as the 45th percentile. 
8. Whenever it becomes extremely difficult to place a student 
in the proper track, the administrator and teacher-
counselor should draw on all cumulative record data which 
gives a history of the child's physical, mental and social 
development. 
9. At the time of promotion to junior and senior high school, 
the track placement should be made for each student. This 
designation should be carried on the Standard Test Card, 
Form 192 Rev. 
10. It is suggested that students coming to Des Moines from un-
tracked school systems be placed in the middle track until 
there is sufficient evidence obtained. 
11. It is suggested that each faculty review materials which 
will help them become acquainted with the philosophical 
background for making judgments on the basis of individual 
differences. One set of characteristics which might aid 
the principal in his faculty meeting is attached. (See 
Appendix) 
Former evaluations 
Paul Mitchum, who was Assistant Superintendent of Instruction for the 
Des Moines Schools, developed an opinionnaire on the tracking plan. The 
opinionnaire was administered to the teachers of social studies and lan­
guage arts in the Des Moines Schools in the 1962-63 and the 1963-64 school 
years. In 1962-63 there were 248 opinionnaires returned. In 1963-64, 238 
were returned (36). 
Teachers, according to the results of the opinionnaire, believed stu­
dents were well placed in traces in 90 per cent of the cases in 1962-63 
and in 92.6 per cent of the cases in 1963-64 (36). 
According to the results, 92 per cent of the teachers believed that 
students were achieving satisfactorily in the tracks in 1962-63 and 93.7 
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per cent so felt in 1963-64 (36). 
Seventy-seven per cent of the teachers responded positively when asked 
if the track plan required more intensive planning on the part of the 
teacher in 1962-63. Seventy-nine and eight-tenths so responded in 1963-64. 
In response to the question, "Do individual differences of pupils seem 
more pronounced in the track plan than formerly?", 55 per cent responded 
"no" in 1962-63. In 1963-64 the percentages of negative responses was 61 
(36).  
Student leadership emerged in 77 per cent of the classes in 1962-63 
and 82.8 per cent for 1963-64 (36). 
In both years the majority of teachers felt that the amount of home­
work had decreased for the basic students, stayed the same for general stu­
dents and had increased for the advanced students because of the track 
plan (36) . 
According to the teachers, pupil motivation as a result of the track 
plan had improved. In the 1962-63 school year 65 per cent so felt. In 
the 1963-64 school year 61.4 per cent so felt. 
In 1962-63, 70 per cent of the teachers said they had learned more 
about their pupils than they had before tracking. In 1963-64, it was 75.7 
per cent. 
As a result of the opinionnaire, the following recommendations were 
made by whe Director of Instruction for the 1964-65 school year (36): 
1. We should continue the tracking system for 1964-65 with the 
same general objectives we have had for 1963-64. (i.e. -
English - Social Science, three tracks, etc.) 
2. Means of gathering objective data about achievement of pupils 
in the tracks should be established so that by the close of 
next year we can measure progress more explicitly than at 
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present. 
3. Increased opportunities for in-service training of teachers 
in the tracked subjects should be provided, this June at the 
latest. Administrators and counselors should be included. 
4. Increased and improved means of informing parents about the 
track plan should be established. 
5. Continued study of and acquisition of instructional materially 
suitable for the several tracks should be carried out. 
6. Further modifications of curriculum content for the several 
tracks should be made in the light of the increasing informa­
tion we are gathering about pupils' ability and pupils' needs. 
7. Additional efforts should be exerted at the junior high school 
level to modify the block schedule in favor of more individu­
alized schedules. 
8. We should study carefully the desirable and effective teach­
ing load within the track plan both from the standpoint of 
pupil numbers and the range of teacher assignment from.track 
to track. 
9. We should further refine our grouping practices for pupils 
so that their individual needs will be met more adequately. 
10. Pupils, parents, and teachers all should apply themselves to 
the learning opportunities and challenges inherent in the 
track plan. They should all resist the temptation to in­
dulge in status seeking, unjustified anxieties, extrinsic 
motivation and the scholarly pursuit of meaningless goals. 
The only intelligent purpose of the track plan is to im­
prove purposeful learning opportunities for our boys and girls 
in the Des Moines school community. 
In May of 1967, the 18 secondary principals in Des Moines were polled 
(39). Thirteen thought teachers understood in general the track -plan. 
None responded with a "no" to the item (38). 
Twelve principals responded "yes" and one "no" when asked if parents 
generally understood the purposes of the track system. 
Thirteen principals responded "yes" and one "no" when asked if pupils 
generally haa a wholesome attitude toward the track plan (38). 
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Eleven responded "yes" and three "no" when asked if the track plan had 
been on an agenda of a staff meeting in their schools the past year. 
When asked the question, "In which of the following respects do you 
think the track plan has been most successful?" the principals gave the 
following responses: 
Very successful Satisfactory Inadequate 
Effective grouping 2 12 2 
Differentiated materials 1 9 5 
Differentiated teaching methods 1 9 6 
Reduced failures 6 8 1 
Challenging rapid learners 5 11 0 
Encouraging slow learners 3 8 5 
Developing pupil leadership 0 8 - 6 
Eleven principals rated methods as the greatest need for improvement; 
two rated methods as the second greatest need and three rated methods as 
the third greatest need (38). 
Three principals rated grouping as the greatest need for improvement 
in the track program; two rated grouping as the second greatest need and 
11 rated grouping third (38). 
Two principals rated materials as the greatest need; 12 rated materi­
als second and two rated materials third (38). 
The principals were given the opportunity to respond to an open-end 
question. The question and responses were as follows (38). 
7. Make such additional suggestions as occur to you for improve­
ment of the track plan for 1966-67. Please use additional 
sheets of paper if you need to. 
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"Evaluation of track plan." 
"Problem of grading." *1 
"Tracked classes are.thought of as homogeneous groups and not as 
individuals." 
"... we balance the population in each track, thus being unfair 
to the tracking system." 
"Need for workshop for teachers — to understand all aspects of 
tracking system; to review philosophy of tracking." *5 
"Because of personality conflicts basic track groups are generally 
unsuccessful unless handled by ... a master teacher." 
"I have reclassified these (basic) students ... they.are spread 
among the general track." 
"Assigning a 'tutor' to the slow student ... successful approach 
to individualizing instruction." 
"... students in any track are eligible for marks '1-5'." 
"... be alert to tendency to alter assignments only on the basis 
of 'more or less of the same ' according to track rather than 
utilizing special materials and depth as criteria." 
"... reduce class size for basics and low generals." *4 
"... the answer lies in what goes on when the door is closed. 
Most teachers have been oriented to (teaching) the 'average'. 
Some teachers recognize the ability, background and potential of 
a student. For this teacher the track plan is doing the greatest 
job. I would like to see the program continued." 
"... More individual scheduling of 7th and 8th grade student ..." 
"More differentiated materials; re-evaluate basic curriculum 
materials; special teachers for reading improvement instead of so 
much grammar; much money spent on opposite ends while the general 
track is just going along." 
"Materials for basic basics in mathematics needed." 
"... majority of our teachers do not challenge these (advanced) 
high groups." 
"Team teaching in basic groups, not in advanced groups; basic 
and advanced groups should be scheduled according to needs of 
students but not at the expense of class size in general group." 
"... the teacher is the key to the success of any plan." *3 
"... track plan has cut down number of failures, but I doubt if 
we are actually meeting their (basic students) needs to live in 
our modern society." 
"High schools need to give junior high schools range and mean of 
test scores in various tracks and amount of retracking needed 
during 10th grade ..." 
The asterisk in the answers to items seven was used to indicate simi­
lar responses by other principals. For example, *5 meant that five other 
principals made similar statements. 
Nine principals indicated that the advanced track was where the most 
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improvement in instruction had occurred as a result of tracking. Six indi­
cated that the basic track was where the most improvement had occurred. 
None indicated the general track (38). 
Seven principals indicated a need for tracking in other subjects. 
Six indicated that they could see no such need (38). 
Item 10 was open-ended. The question and a summary of the responses 
were as follow (38): 
10. What implications do you think the track plan has for the 
training of teachers? 
"Unrealistic for cadets. Teacher in training need to be exposed 
to the different levels of teaching ..." *1 
"... very few teachers who wish to have all basic track students." 
"We must develop a better understanding of the psychology of 
learning for various ability levels." *2 
"Requires specialization of teachers." 
"Points up need for individualizing instruction." 
"Purposes and functioning of ability grouping must be clearly 
understood." 
"... the teaching profession requires you (teachers) to work 
with all types of individuals." *2 
"Teachers of advanced track must be authorities on subject mat­
ter ...: teachers of basic track must be persons with lots of 
patience and ingenuity." 
"So many of our teachers are not of advanced caliber ... under­
stand general pupil better." 
"I doubt that colleges will.ever do a satisfactory job ... strong 
in-service training is needed." 
"None. Well-trained teachers result in good classes." *2 
As it was with item 7, the asterisk indicated that others responded in 
a like manner. The numbers by the asterisks were used to indicate the num­
ber of others who so responded. 
Summary 
The literature on the subject of ability grouping was found to be vast 
and conflicting. Research on the subject has, at times, resulted in dia­
metrically opposed conclusions. 
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The National Education Association (41) annotated a list of 25 grouping 
practices to illustrate the diversity in this area. 
The primary objections to ability grouping lie in the theory that un­
healthy self-concepts can develop in students as a result of such programs. 
The research in this area was conflicting. 
There was very little evidence that ability grouping has resulted in 
significant growth or loss as measured by ability tests. Most ability 
grouping did reduce the range of differences in students, but a wide range 
tended to remain within groups. In one study, the decrease in range as a 
result of grouping was only five per cent (2). 
The ability grouping plan in Des Moines began in the fall of 1962. 
It was the result of years of study by Des Moines school officials. In 
general, it consisted of three main ability groups which were called 
"tracks". 
Since the inception of the track plan, many committees have worked on 
various phases of the program. Changes of a major nature have resulted 
such as weighted grades and limitation of ability grouping to only two sub­
ject areas. Tracking was done in only language arts and social studies. 
The main purposes of ability grouping in Des Moines were said to have 
been (33, p. 2): 
1. To build a strong instructional program for all pupils 
2. To provide different courses for different needs 
3. To set tasks which pupils can do and which are challenging 
4. To differentiate instructional materials for various needs 
of pupils 
5. To differentiate teaching methods 
35 
6. To improve the instructional offerings for all pupils-
The tracking plan apparently resulted in less failure in social stud­
ies and language arts in the Des Moines Secondary Schools. 
Two major evaluation instruments that have been used consisted of 
opinionnaires. One was sent to classroom teachers in 1962-63 and again in 
1963-64; the other was sent to principals in 1966-67. 
The teachers indicated a general acceptance of approval of the way the 
ability grouping program was functioning. The principals varied on many 
aspects of the program, but no general opposition was expressed. 
The ability grouping program was still in effect at the time of this 
writing. This study was to be used as an evaluation for the purpose of 
aiding the Des Moines School Board in making decisions about ability group­
ing in Des Moines. 
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THE EXPERIMENTAL DESIGN 
Design 
Population sampled 
Student population The population from which the students were 
drawn consisted of all of the public school students in language arts 
classes in grades eight and eleven in all of the secondary schools in the 
city of Des Moines and all of the students in social studies classes in 
grades eight and eleven in all of the secondary schools in the city of Des 
Moines. Although the same students were in both populations, the two 
groups were considered to be mutually exclusive and separate populations 
for the purposes of this study. This was possible because the ability 
grouping in social studies is mutually exclusive from the ability grouping 
in language arts. 
There was careful consideration and discussion among school officials 
in Des Moines before the use of only grades eight and eleven was accepted. 
The data available in those grades were conducive to the purposes of the 
study. The size of the population was approximately 14,000 students. If 
the entire student body in grades seven to twelve had been used, the popu­
lation would have been approximately 90,000 students. 
The design required approximately a 10 per cent sample. A great deal 
of data on each student was gathered. Therefore, the use of the entire 
student population was prohibitive. 
Teacher population This population consisted of all language arts 
and all social studies teachers in grades seven through twelve in the Des 
Moines schools. The number of teachers was approximately 600. 
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Department head population This population consisted of all depart­
ment heads of language arts and social studies in the Des Moines Public 
Schools. There were 36. 
Sizes of samples 
Student sample Three students were to be selected from each social 
studies class in the eighth and eleventh grades and three students were to 
be selected from each language arts class in the eighth and eleventh 
grades. 
At a series of meetings, it was determined that each teacher should 
select the most capable, the most typical, and the least capable student 
in each class in the study. The teachers were told to base their decisions 
on whatever they considered the most important ingredients for success in 
their discipline. 
Nine groups were formed in social studies and nine groups were formed 
in language arts. In both cases group one consisted of all students who 
were perceived as most able in advanced track classes. Group two consisted 
of all students who were perceived as most typical in advanced track. 
Group three consisted of all students who were perceived as least able in 
the advanced track. Group four consisted of all students who were per­
ceived as most able in the general track. Group five consisted of all stu­
dents who were perceived as most typical in the general track. Group six 
consisted of all students who were perceived as least able in the general 
track. Group seven consisted of all students who were perceived as most 
able in the basic track. Group eight consisted of all students who were 
perceived as most typical in the basic track. Group nine consisted of all 
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students who were perceived as least able in the basic track. 
In each area there were nine subgroups as described in the above para­
graph. In Table 2, it can be seen that for most purposes, the eighth and 
eleventh grades were considered as separate groups in each discipline. 
The total sample size was 1,371 students. In most cases the two main 
groups of language arts and social studies and the grade levels were 
analyzed separately. In a sense, there were four separate studies relative 
to the student sample. These four studies were based on the four sets of 
students as follows; 
1. Grade eleven social studies students 
2. Grade eight social studies students 
3. Grade eleven language arts students 
4. Grade eight language arts students. 
Teacher sample A 20 per cent random sample of all social studies 
and language arts teachers was used. The actual sample size was 135 
teachers. 
Department head sample All department heads in language arts and 
social studies in the Des Moines Public Schools were used. The total num­
ber was 36. 
Devices used to gather data 
Data from student sample The student sample was used to test four 
hypotheses. There were four data sheets developed for this purpose. One 
data sheet was developed for eleventh grade social studies; one was de­
veloped for eighth grade social studies; one for eleventh grade language 
arts; and one for eighth grade language arts. 
Table 2. Sample sizes by schools, by tracks, by subgroups, and by grade levels for social studies 
Track : Advanced Sub General Sub Basic Sub 
Group : 1 2 3 total 4 5 6 total 7 8 9 total Total 
East 5 5 5 15 17 17 17 51 2 2 2 6 72 
Hoover 9 9 9 27 9 9 9 27 1 1 1 3 57 
Lincoln 4 4 4 12 13 13 13 39 4 4 4 12 63 
North 2 2 2 6 8 8 8 24 5 5 5 15 45 
Roosevelt 8 8 8 24 9 9 9 27 1 1 1 , 3 54 
Technical _4 _4 Jl 12 14 14 14 42 _6 __6 _6 18 72 
Total high school 32 32 32 96 70 70 70 210 19 19 19 57 363 
Brody 2 2 2 6 4 4 4 12 1 1 1 3 21 
Callanan 1 1 1 3 5 5 5 15 1 1 1 3 21 
Franklin 4 4 4 12 8 8 8 24 2 2 2 6 42 
Goodrell 2 2 2 6 6 6 6 18 2 2 2 6 30 
Harding 2 2 2 6 8 8 8 24 1 1 1 3 33 
Hiatt 2 2 2 6 4 4 4 12 1 1 1 3 21 
Irving 1 1 1 3 4 4 4 12 3 3 3 9 24 
Kurtz 2 2 2 6 6 6 6 18 2 2 2 6 30 
Meredith 3 3 3 9 8 8 8 24 0 0 0 0 33 
Merrill 3 3 3 9 4 4 4 12 1 1 1 3 24 
Weeks 2 2 2 6 4 4 4 12 4 4 4 12 30 
Wilson _2_ 
_1 _6 _6 _6 _6 18 _1 _9 33 
Total junior high 26. 26 26 78 67 67 67 201 21 21 21 63 342 
Totals 58 58 58 174 137 137 137 411 40 40 40 120 705 
Table 3. Sample sizes by schools, by tracks, by subgroups, and by grade levels for language arts 
Advanced Sub General Sub Basic Sub 
12 3 total 4 5 6 total 7 8 9 total Totals 
Track : 
Group : 
East 4 4 4 12 11 11 11 33 2 2 2 6 51 
Hoover 4 4 4 12 7 7 7 21 1 1 1 3 36 
Lincoln 4 4 4 12 13 13 13 39 4 4 4 12 63 
North 2 2 2 6 10 10 10 30 3 3 3 9 45 
Roosevelt 6 6 6 18 8 8 8 24 2 2 2 6 48 
Technical _4 _4 _4 12 11 15 15 45 _5 _5 _5 L5 72 
Total high school 24 24 24 72 64 64 64 192 17 17 17 51 315 
Brody 2 2 2 6 4 4 4 12 1 1 1 3 21 
Callanan 1 1 1 3 5 5 5 15 1 1 1 3 21 
Franklin 4 4 4 12 7 7 7 21 2 2 2 6 39 
Goodrell 2 2 2 6 6 6 6 18 2 2 2 6 30 
Harding 2 2 2 6 8 8 8 24 1 1 1 3 33 
Hiatt 2 2 2 6 4 4 4 12 2 2 2 6 24 
Irving 1 1 1 3 4 4 4 12 3 3 3 9 24 
Kurtz 2 2 2 6 6 6 6 18 3 3 3 9 33 
Meredith 3 3 3 9 8 8 8 24 1 1 1 3 36 
Merrill 3 3 3 9 4 4 4 12 1 1 1 3 24 
Weeks 1 1 1 3 4 4 4 12 -» 4 4 4 12 27 
Wilson 
_1 _1 _1 _3_ _7 _7 _7 21 _3 _3_ _3 _9. 33 
Total junior high 24 24 72 67 67 67 201 24 24 24 72 345 
Totals 48 48 48 144 131 131 131 393 41 41 41 123 660 
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In addition to the data sheets, it was necessary to develop instruc­
tion sheets for lay readers so that they could score writing samples which 
were gathered from the language arts students. 
A test was developed by the social studies department heads to serve 
as a work sample from the social studies students. 
Instruction sheets for administering a writing sample were developed 
and distributed to language arts teachers. This was done with the coopera­
tion of the department heads in each building. 
Data from teachers In order to test the hypothesis that teacher 
opinions about various aspects of tracking had not changed, an opinion-
naire which was administered in the years 1963-64 and 1962-63 was revised. 
The revision was necessary because it was desired that the teachers not 
easily recognize that they had answered the questions before, and it was 
desired that a minimum of confusion would result from the task. Most of 
the revision resulted in the changing of dates. 
Data from department heads In order to test the opinions of depart­
ment heads in regard to materials and methods, a rating scale was developed 
and administered to all department heads. 
Statistical Analysis 
The first hypothesis 
Development The hypothesis was stated as a null hypothesis. Its 
purpose was to determine the extent to which national norms based on 
standardized tests, local measurements developed by teachers to determine 
the effectiveness of local objective obtainment, and certain behavioral 
factors related to discipline were related. The hypothesis was stated as 
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follows : 
H-|^  There will be no significant correlations among ability factors 
based on standardized tests, ability factors based on local 
evaluation instruments, and behavioral factors related to 
discipline. 
Sample The student samples were used to test the hypothesis. 
Method Four correlation matrices were developed. A separate matrix 
was developed for each of four student groups. These groups were eleventh 
grade language arts students, eighth grade language arts students, eleventh 
grade social studies students, and eighth grade social studies students. 
Standardized test items The standardized test items for the 
eleventh grade social studies group consisted of Test 1 (Background in 
Social Studies) of the Iowa. Tests of Educational Development, Test 5 (Read­
ing in Social Studies) of the Iowa Tests of Educational Development, the 
composite of tests 1-8 of the Iowa Tests of Educational Development, Test 
W (Work-Study Skills) of the Iowa Tests of Basic Skills, Test W-1 (Map 
Reading) of the Iowa Tests of Basic Skills, Test W-2 (Reading Graphs and 
Tables), Test W-3 (Knowledge and Use of Reference Materials) of the Iowa 
Tests of Basic Ski'Is, and the Lorge-Thorndike IQ. 
The standardized test items for the eighth grade social studies were 
the same as those for the eleventh grade except that the Iowa Tests of Edu­
cational .Development scores were not used for the eighth grade students. 
The standardized test items for the eleventh grade language arts stu­
dents included the fallowing tests from the Iowa Tests of Educational 
Development : 
Test 3 - Correctness of Expression 
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Test 7 - Reading Literature 
Test 8 - General Vocabulary 
Composite 1-8 
Test 9 - Uses of Sources of Information. 
Also included in the eleventh grade language arts standardized test 
items were the following tests from the Iowa Tests of Basic Skills: 
Test V - Vocabulary 
Test L - Language Skills 
Test L-1 - Spelling 
Test L-2 - Capitalization 
Test L-3 - Punctuation 
Test L-4 - Usage 
Also included was the Lorge-Thorndike IQ. 
The eighth grade language arts items were the same as the items for 
eleventh grade language arts except that the Iowa Test of Educational 
Development items were not used for the eighth grade group. 
In all four groups behavior was measured by the following: 
1. The number of days absent from school during the semester in the 
fall of 1967. 
2. The estimated number of visits to the advisor because of disci­
pline problems of all kinds over the last two years. In the case 
of students who were enrolled less than two years, the number was 
extrapolated. 
3. A behavior rating by the classroom teacher. 
In all four groups local norms were based on semester grades in the 
subject area involved and a work sample developed for this study by the 
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department heads of all secondary schools in Des Moines Public Schools of 
the subject area involved. The language arts department heads decided 
upon a writing sample and the social studies department heads developed a 
test. Both groups used Bloom's Taxonomy of Educational Objectives (4) as 
a basis of discussion in developing the work samples. Seven meetings were 
held by each group for this purpose. 
In addition, parental pressure was measured in all groups. This was . 
done by determining the number of individuals among the students' advisors, 
counselors, present teachers in the discipline involved, and department 
heads of the discipline involved who were aware of parent requests for 
change in track or any contacts made by the parent for the purpose of in­
fluencing the track of the student. 
The second hypothesis 
Development The hypothesis was stated as a null hypothesis. It 
was designed to determine possible deviations from expected growth in each 
crack. The hypothesis was stated as follows: 
H2 There will be no difference between observed and predicted 
performance levels, based on standardized tests, within any 
track. 
Sample Only the eleventh grade language arts group was used. 
Method A t test was used to measure the difference between the 
predictor score and the observed score in each sample. 
The predictors for the language arts groups were Tests V and L of the 
Iowa Tests of Basic Skills which were administered to the students when 
they were in the eighth grade. 
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Observed The observed scores for the language art group were Tests 
8 ;ind 3 a£ the Iowa Tests of Educational Development. 
The decision to use the scores selected was based upon studies by 
Drahozal (14) and Rosemier (55) . The social studies selections were based 
on personal judgment and personal interviews with Dr. Feldt (20) of the 
Iowa Testing Service. 
The third hypothesis 
Development This hypothesis was designed to test the heterogeneity 
of homogeneous groups. It was stated as a null hypothesis: 
There will be no significant difference between groups of 
extreme ability, based on teacher perception, within tracks. 
Sample The eleventh grade language arts group was used. 
Method T tests were run on groups perceived as most able in a 
track compared with groups perceived as least able in the same track. 
Measures The items of measurement were the same as those used in 
the first hypothesis. It was not considered necessary to use all of the 
items available. Therefore, some of the standardized test items were not 
used. Tests 7 and 9 of the Iowa Tests of Educational Development were not 
used in testing this hypothesis. The Language subtests numbered 1, 2, 3, 
and 4 were not used from the Iowa Tests of Basic Skills. These were in­
cluded in the first hypothesis only. 
The fourth hypothesis 
Development This hypothesis was stated as a null hypothesis. It 
was designed to test the differences between ability groups and was con­
sidered to be closely related to the third hypothesis. It was considered 
46 
desirable to determine if differences between students in different ability 
groups were less than differences within ability groups. The question of 
interest was, "Will there be more significant differences in the third 
hypothesis or in the fourth?". It was stated as follows: 
There will be no significant differences between groups of 
least ability in each track and groups of most ability in 
the track below. 
Sample Eleventh grade language arts group was used. 
Method T tests were run between the scores of the groups of least 
ability and the groups of most ability in the lower adjoining track. 
Measures The items of measure were the same as those used in the 
third hypothesis. 
The fifth hypothesis 
The hypothesis was stated as a null hypothesis. It was designed to 
determine whether or not materials and methods differed for the various 
ability ^evels. It was stated as follows: 
H5 There will be no discernible differences in materials and 
methods between tracks. 
Sample The department heads of social studies and language arts 
served as the sample. 
Method A rating scale was developed for a series of statements 
about rhe track program. The department heads were asked to check negative 
numbers from one to four for disagreement with a given statement. A nega­
tive four was the strongest measure of disagreement. Positive numbers from 
one to four were used to indicate agreement with a given statement. A 
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positive four was the strongest measure of agreement. A zero was available 
for those who had no opinion on a given statement. 
A t test was used to determine the difference between the negative 
and positive results for each statement. The value of the responses was 
considered in weighting the scores. 
The sixth hypothesis 
Development The hypothesis was developed to determine if the 
opinions about various aspects of the track plan possessed by Des Moines 
teachers has significantly changed since 1962-63. The null hypothesis was 
stated as follows: 
Hg There will be no differences between teacher opinions toward 
various aspects of tracking in 1968 and 1962. 
Sample A 20 per cent sample of Des Moines language arts and social 
studies teachers was used. 
Method A chi square was used to determine the differences between 
expected and observed frequencies of responses on an opinionnaire which 
was administered both years. The expected frequency was determined by mul­
tiplying the percentage of given response in 1962 times the number of such 
possible responses in 1968. For example, if 50 per cent responded yes to 
an item in 1962, the expected response for 1968 was determined by multiply-
—J 
ing the number of responders to the item by 50 per cent. 
Assumptions 
The usual assumptions of randomness within groups and that variances 
within groups were homogeneous were made for the t tests. 
The assumption of homogeneous variances was not necessary for the 
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non-parametric chi square tests. 
Gathering the Data 
Student data 
Department heads were given the responsibility for getting the data 
on the student data sheets. However, various school officials within each 
of the 18 schools actually put the data on the sheets. Advisors, counse­
lors, and classroom teachers were involved. It was decided at a meeting 
with department heads that the individuals who were to put the data on the 
sheets would vary from building to building and therefore, it was left up 
to the department heads to decide who should put each item on the sheets. 
In order to avoid possible embarrassing situations for the department 
heads, meetings were established with building principals, advisors, and 
counselors. The study was explained at those meetings. When the depart­
ment heads approached various school officials, they were expected because 
the study had been explained to the school officials. 
Other data 
Some data from teachers and department heads was solicited by mail. 
By the time these forms were sent, it was assumed that all those concerned 
were aware of the study. 
It was emphasized at many of the meetings 'that there would be no 
evaluation of individual teachers and that only department heads would know 
who supplied various information. It was felt by the department heads that 
this would avoid possible bias. 
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Processing the Data 
The information from the student data sheet was coded and transferred 
to data cards. Correlations, sums of squares, variances, standard devia­
tions, and corrected sums of squares were obtained from the data processing 
center at Iowa State University. 
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FINDINGS 
The findings were reported in the same order as hypothesis were tested 
and measures within each hypothesis were measured* Reporting of findings 
began with the first hypothesis which was related to correlations among 
standardized and localized achievement factors and behavioral factors. Re­
porting ended with the testing of the seventh hypothesis which tested the 
difference between tracks by measuring differences between groups of most 
average students in their respective tracks. 
Correlations Among Factors 
The hypothesis 
The hypothesis was that there would be no significant correlations 
among ability factors based on standardized tests, ability factors based 
on local evaluation instruments, and behavioral factors related to disci­
pline. 
Four correlations matrices were developed from four groups of students. 
The make up of each of these groups was discussed in the previous chapter 
of this study. Tables 4, 5, 6, and 7 on the following pages show the re­
sults from each of these groups which were made up of the grade eight 
language arts group, the grade eleven language arts group, the grade eight 
social studies groups and the grade eleven social studies group. 
Correlations of standardized items 
Of course, standardized items such as Iowa Tests of Educational Devel­
opment scores, Iowa Tests of Basic Skills scores, and IQ scores were highly 
correlated with each other in all four sample groups. This was expected 
Table 4. Correlation matrix computed from a sample of 301 grade eleven 
language arts students in the Pes Moines schools 
ITED ITED ITED ITED ITED ITBS ITBS ITBS ITBS 
3 7 8 C 9 V L L-1 L-2 
ITED 3 1.000 
ITED 7 .749 1.000 
ITED 8 .769 .820 1.000 
ITED C .830 .890 .916 1.000 
ITED 9 .805 .773 .803 .884 1.000 
ITBS V .757 .753 • .860 .848 .781 1.000 
ITBS L .878 .735 .784 .780 .767 .798 1.000 
ITBS L-1 .778 .674 .704 .713 .685 .719 .888 1.000 
ITBS L-2 .762 .656 .664 .714 .714 .683 .885 .782 1.000 
ITBS L-3 .778 .663 .707 .739 .720 .713 .906 .758 .830 
ITBS L-4 .750 .700 .753 .748 .709 .750 .878 .733 .740 
IQ .723 .663 .728 .771 .714 .758 .747 .685 .673 
Absences -.263 -.162 -.145 -.191 -.219 -.107 -.183 -.158 -.161 
Dis. (AD) -.222 -.182 -.195 -.209 -.256 -.168 .166 -.126 -.138 
Dis. (TE) .344 .283 .256 .285 .309 .205 .324 .291 .338 
Parent p. -.092 -.134 -.068 -.075 -.064 -.063 -.085 -.076 -.037 
Writing sample .648 .610 .590 .600 .571 .595 .582 .536 .492 
Grade -.616 -.540 -.545 -.580 -.580 -.523 -.586 -.530 -.544 
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ITBS ITBS IQ ABS. DIS. DIS. PAR. WORK GRADE 
L-3 L-4 (AD) (TE) P SAM. 
1.000 
.796 1.000 
.708 .694 1.000 
-.139 -.154 -.106 1.000 
-.141 -.144 -.153 




.308 -.207 1.000 
.189 .033 .040 
.590 -.174 -.130 
,533 -.532 -.427 .388 .227 -.488 
.086 1.000 
.249 -.116 1.000 
.022 501 1.000 
Table 5. Correlation matrix computed from a sample of 344 grade eight language arts students in the 
Pes Moines schools 
ITBS ITBS ITBS ITBS ITBS ITBS IQ ABS. DIS. DIS. PAR. WORK GRADE 
V L L-1 L-2 L-3 L-4 (AD) (TE) P SAM. 
ITBS V 1.000 
ITBS L .809 1.000 
ITBS L-1 .697 .891 1.000 
ITBS L-2 .744 .917 .7825 1,000 
ITBS L-3 .741 .928 .794 .856 1.000 
ITBS L-4 .742 .870 .717 .737 .763 1.000 
IQ .781 .790 .6814 .728 .727 .739 1.000 
Absences -.199 -.241 -.181 -.216 -.266 -.249 -.260 1,000 
Dis. (Ad.) -.255 -.318 -.279 -.266 -.286 -.335 -.286 .438 1.000 
Dis. (Te.) .388 .480 .406 .505 .482 .414 .392 -.206 -.332 1,000 
Parent P. .117 .089 .107 .060 .083 .086 .085 .081 .205 ,084 1,000 
Writing sample .661 .692 .609 .653 .651 .626 .646 -.292 -.343 .438 .073 1,000 
Grade -.588 -.717 -.644 -.690 -.679 -.609 -.568 .287 .359 -.630 -.104 -.557 1,000 
Table 6. Correlation matrix computed from a sample of 347 grade eleven social studies students in the 
Des Moines schools 
ITED ITED ITED ITBS ITBS ITBS ITBS IQ ABS. DIS. DIS. PAR. DEPT GRADE 
1 5 C W W-1 W-2 W-3 (AD) (TE) P TEST 
ITED 1 1.000 
ITED 5 .825 1.000 
ITED C .919 .899 1.000 
ITBS W .797 .737 .853 1.000 
ITBS W-1 .762 .701 .813 .898 1.000 
ITBS W-2 .770 .724 .811 .888 .768 1.000 ^ 
ITBS W-3 .758 .716 .824 .893 .796 .791 1.000 
IQ .733 .703 .789 .772 .700 .757 .760 1.000 
Absences -.295 -.248 -.278 -.298 -.305 -.294 -.269 -.252 1.000 
Dis. (Ad.) -.193 -.197 -.223 -.225 -.255 -.184 -.224 -.181 .272 1.000 
Dis. (Te.) .374 .368 .425 .400 .378 .361 .395 .392 -.247 -.216 1.000 
Parent P. -.035 -.012 -.013 -.006 .003 -.012 -.016 -.005 -.025 .055 -.182 1.000 
Dept. Test .623 .554 .626 .607 .551 .560 .582 .588 -.297 -.235 .317 -.009 1.000 
Grade -.548 -.490 -.526 -.445 -.416 -.415 -.468 -.446 .300 .184 -.392 .018 -.381 1.000 
/ 
Table 7. Correlation matrix computed from a sample of 341 grade eight social studies students in the 















ITBS W 1.000 
ITBS W-1 .911 1.000 
ITBS W-2 .909 .757 1.000 
ITBS W-3 .927 .777 .786 1.000 
IQ .761 .686 .692 .730 1.000 
Absences -.200 -.169 -.149 -.235 -.149 1.000 
Dis. (Ad.) -.314 -.305 -.278 -.316 -.231 -.141 1.000 
Dis. (Te.) .348 .257 .326 .387 .276 -.134 -.328 1.000 
Parent P. -.045 -.072 -.046 -.003 .017 .040 .057 ,019 1,000 
Departmental Test .638 .607 .561 .560 .516 -.089 -.326 ,312 -.072 




and not considered of particular note. 
In the eleventh grade language arts group, r values ranged from a low 
.664 between the Iowa Tests of Basic Skills Test L-2 and Iowa Test of Edu­
cational Development Test 8 and a high of .890 between the Iowa Tests of 
Educational Development Test 8 and the Iowa Tests of Educational Develop­
ment Composite. Since there were 301 in the sample, an r value of only 
.113 was needed for significance at the alpha level of ,05. 
In the eighth grade language arts group, values of r among the stand­
ardized items ranged from a low of .697 to a high of .928. With 343 de­
grees of freedom, an r value of between .098 and .113 would be considered 
significant at the .05 level. 
In the eleventh grade social studies group, values of r among the 
standardized items ranged from a low of .700 to a high of .919. With 346 
degrees of freedom, an r value of between .098 and .113 would be required 
for significance. 
In the eighth grade social studies group, values of r among the 
standardized items ranged from a low of .686 to a high of .927. With 340 
degrees of freedom an r value of between .098 and .113 would be considered 
significant. 
The r values among the standardized items were common knowledge from 
the literature and were not considered valuable measures to test the hy­
pothesis. As stated above, they were all significant. 
Correlations of behavioral items 
In the grade eleven language arts group, discipline problems as meas­
ured by the number of visits to the advisor for discipline matters over a 
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two year period had a correlation of -.207 with discipline as measured by 
rating by the classroom teacher. Since the number of visits to advisor 
was a measure of poor behavior and teacher rating was a measure of good be­
havior, a negative correlation was an indication that students who did poor­
ly in one area tended to do poorly in the other. In the eighth grade 
language arts group, these two factors produced a r value of -.332. In the 
eleventh grade social studies group, these two factors produced an r value 
of -.216. In the eighth grade social studies group, these two factors pro­
duced an r value of -.328. Because all of the groups had between 300 and 
400 subjects, an r value between .113 and .098 was needed for significance 
at the .05 level. All of the values were significant. 
As seen in Table 4, in the eleventh grade language arts group, visits 
to the advisor and number of days absent in the fall semester of 1967 pro­
duced an r value of .319. In the eighth grade language arts group, Table 
5, these two factors produced a r value of .438. In the eleventh grade 
social studies group. Table 6, these two factors produced an r value of 
.272. In the eighth grade social studies group. Table 7, these two factors 
produced an r value .141. All the above values were significant at the .05 
level. 
In the eleventh grade language arts group, teacher ratings had posi­
tive correlation with days absent of .033. This value was not significant. 
In the grade eight language arts group, these two factors produced an r 
value of -.332; in grade eleven social studies the r value was -.247; and 
-.134 in the grade eight social studies group. The latter three values 
were significant at the .05 level. 
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Days absent and standardized scores In the eleventh grade language 
arts group and with every other group, negative correlations were found 
between days absent and every standardized test measure used in the study. 
In the eleventh grade language arts group, the smallest correlation 
was between absences and IQ, This value was -.106. The largest value was 
between absences and the Iowa Tests of Educational Development Test 3. 
That value was -.263. With 300 degrees of freedom a value of -.113 was needed 
for significance. The 11 achievement scores correlated significantly with 
the number of days absent. The IQ value was not significant at the .05 
level when compared with days absent. 
In the grade eight language arts group, the smallest correlation be­
tween days absent and standardized scores was between days absent and Test 
V of the Iowa Tests of Basic Skills. That value was -.199. The largest 
r value was between days absent and IQ. That value was -.260. All corre­
lations between days absent and standardized measures were significant at 
the .05 level of significance. 
In the eleventh grade social studies group, the smallest correlation 
was between Test V of the Iowa Tests of Educational Development. That 
value was -.248. The largest r value was between Test W-1 of the Iowa 
Tests of Basic Skills. That value was -.305. All of the correlations be­
tween days absent and standardized measures were significant. All were 
negative. 
In the eighth grade social studies group, the smallest correlation 
was between days absent and the W-2 of the Iowa Tests of Basic Skills. 
That value was -.149. The correlation between days absent and IQ was also 
-.149. The largest r value was between days absent and test W-3 of the 
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Iowa Tests of Basic Skills. That value was -.235. All of the values be­
tween days absent and standardized measures were significant at the .05 
level. 
Visits to advisors and standardized measures In all four groups, 
discipline visits to advisors and standardized measures correlated signifi­
cantly. In all cases, the correlations were negative. The smallest corre­
lation was in the grade eleven language arts group. That r value was be­
tween visits to advisors and test L-1 of the Iowa Tests of Basic Skills. 
That value was -.126. The largest value was in the grade eight language 
arts group and was between visits to advisors and test L-4 of the Iowa 
Tests of Basic Skills. 
Teacher ratings and standardized measures Teacher ratings of be­
havior correlated higher with standardized measures than did the other two 
measures of behavior. In all cases and in all groups, the r values be­
tween standardized test scores and teacher ratings of behavior were sig­
nificant. These values ranged from .205 to .505. In all cases the values 
were positive since teachers were asked to rate the students on a scale 
where a value of 8 was a measure of perfect behavior and 1 was the lowest 
or poorest measure of behavior. Therefore, a negative correlation indi­
cated that better behavior varied directly with better achievement as 
measured by standardized tests. 
Parental pressure and other measures 
Parental pressure as measured by the number of school personnel aware 
of parental influence to change a student's track correlated significantly 
with only two standardized measures in the grade eleven language arts 
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group; one standardized measure in the grade eight language arts group; 
none in the grade eleven social studies group; and none in the grade eight 
social studies group. That many findings of significance was no greater 
than would be expected by chance alone at the .05 level. 
Local measures and other measures 
In the grade eleven language arts group, the writing sample corre­
lated significantly with all standardized measures. These r values ranged 
from .492 to .648. In the same group, the writing samples correlated -.174 
with IQ, -.130 with discipline visits to advisors and .249 with teacher 
ratings of behavior. These three measures were relatively low, but sig­
nificant at the .05 level. 
In the grade eight language arts group, the writing sample correlated 
significantly with all standardized measures. These r values ranged from 
.609 to .692. These values were significant. The r values with relation 
to the behavioral measures were slightly larger than those found in the 
grade eleven language arts group. 
In the grade eleven social studies group, the local departmental test 
correlated significantly with all standardized measures. These r values 
ranged from .551 to .626. The departmental test correlated with behavioral 
factors significantly, but at a lower figure than the standardized measures. 
In the eighth grade social studies group, the departmental test corre­
lated from .516 to .638 with the standardized measures. Although findings 
relative to discipline visits to the adviser and teacher ratings were 
significant and similar to those in other groups, the correlation with days 
absent was not significant. That r value was .089. 
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Grades and other measures 
In all groups but the grade eight social studies groups, the r values 
resulting from grades and standardized measures were consistently between 
.5 and .7. In the grade eight social studies group the range was from 
.244 to .329. 
In the grade eleven language arts group and the grade eight language 
arts group, grades correlated higher with teacher ratings of behavior than 
did any other factor. This was not true of the social studies groups. 
Rejection of the hypothesis 
Because the number of significant correlations among the various fac­
tors were far greater than could be expected from chance alone, the null 
hypothesis was rejected. Technically, the null hypothesis was rejected 
due to the significance of the correlations. The sizes of the samples 
were large enough so that rather low correlations were statistically sig­
nificant at the .05 level. 
Differences Between Expected and Observed Performance Levels 
The second hypothesis was that there would be no significant differ­
ences between expected and observed performance levels. 
The reasoning underlying the selections of predictors and observed 
performance levels was explained on page 45 of this study. 
In the advanced track language arts group, the gain in percentile rank 
from the eighth grade to the eleventh grade was far too small to be signifi­
cant. With the use of the Iowa Test of Basic Skills Test V and the Iowa 
Tests of Educational Development Test 8, the gain in percentile rank was 
1.18. With the use of tests L and 3, the gain was 1.42. 
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Table 8. Differences between expected and observed performance levels in 
the advanced track language arts group based on national norm 
percentile ranks 
Test Grade Mean N 
ITBS V (expected) 8 77.34 67 
ITED 8 (observed) 11 78.52 67 
ITBS L (expected) 8 74.73 67 
ITED 3 (observed) 11 76.16 67 
Table 9. Differences between expected and 
the general track language arts 
percentile ranks 
observed performance levels in 
group based on national norm 
Test Grade Mean N 
ITBS V (expected) 8 53.12 185 
ITED 8 (observed) 11 53.45 185 
ITBS L (expected) 8 48.52 185 
ITED 3 (observed) 11 49.03 185 
In the general track language arts, no significant differences existed 
between the factors used to measure expected performance and the factors 
used to measure observed performance. 
In the basic track language arts group the difference between ITBS V 
and ITED 8 was not significant. It was only .06. The difference between 
test L and test 3 was greater than any difference found in any of the 
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Table 10. Differences between expectcti and observed performance levels in 
the basic track language arts group based on national norm 
percentile ranks 
Test Grade Mean N 
ITBS V (expected) 8 23.18 49 
ITED 8 (observed) 11 23.24 49 
ITBS L (expected) 8 19.71 49 
ITED 3 (observed) 11 15.47 49 
groups used to measure differences between observed and expected perform­
ance. The difference was 4.24. Although this was not significant at che 
.05 level, it represented the largest change and it was a negative change. 
In th.- advanced track social studies group there was no significant 
difference between the expected and observed values. The numerical differ­
ence was only .68. 
In che general track social studies group there was no significant 
difference berween the expected and observed values. The numerical differ­
ences were ,97. 
Table .1. Differences between expected and observed performance levels in 
the advanced track social studies group based on national norm 
percentile raiiks 
Test Grade Mean N 
iTBS W (expected) 






Table 12. Differences between expected and observed performance levels in 
the general track social studies group based on national norm 
percentile ranks 
Test Grade Mean N 
ITBS W (expected) 8 52 .27 194 
ITED 5 (observed) 11 51 .30 194 
Table 13. Differences between expected and observed performance levels in 
the basic track social studies group based on national norm 
percentile ranks 
Test Grade Mean N 
ITBS W (expected) 8 22.05 57 
ITED 5 (observed) 11 26.58 57 
In the social studies group as in the language arts group, the basic 
track was found to have the greatest difference between expected and ob­
served performance levels. Again, that value proved not to be significant. 
The t value was less than one due to the large variances within the groups. 
In the social studies basic track group, the variance for ITBS W was 170.77 
and the variance for ITED 5 was 369.75. 
Failure to reject the hypothesis 
Because none of the differences between expected and observed perform­
ance levels was significant, the second null hypothesis could not be re­
jected. It could not be said that any of the tracks produced negative or 
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positive deviations from expected performance levels. 
Differences Between Groups of Extreme Ability Within Tracks 
The third hypothesis was that there would be no significant differ­
ences between groups of extreme ability within tracks. 
Groups _1 and 2 — the advanced track 
Group 1 was composed of 22 grade eleven language arts students who 
were perceived by their classroom teachers as being the most able students 
in their respective classes. Group 3 was composed of 24 grade eleven 
language arts students who were perceived by their classroom teachers as 
being the least able students in their respective classes. Both groups 
were in the advanced track. 
The difference between the means based on test 3 of the Iowa Tests of 
Educational Development produced a t value of 4.6447. The test was con­
sidered to be a one-tailed test because it was assumed that the most able 
group would have the largest mean score. A value of 1.714 was considered 
significant at the .05 level of significance with 23 degrees of freedom. 
With t values greater than four on the eighth test of the Iowa Tests 
of Educational Development, the composite of the Iowa Tests of Educational 
Development, and test 5 of the Iowa Tests of Basic Skills all were signifi­
cantly different at the .05 level. 
Test L of the Iowa Tests of Basic Skills produced a t value of 3.919 
which was significant at the .05 level. 
The differences in IQ between the groups was significant and produced 
a t value of 2.4176. 
Group 3 missed a significantly greater number of days of school. That 
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Table 14. Mean scores from standardized test of extreme ability groups 
within the grade eleven advanced track language arts group 
Measure t Group 1 N Group 3 N 
Iowa Tests of Educational 
Development^ 
Test 3 4.6447^ 89.45 22 61.29 24 
Test 8 4.8178^ 91.82 22 65.96 24 
Composite 4.6548^ 92.14 22 67.96 24 
Iowa Test of Basic Skills^ 
Test V 4.2298^ 88.82 22 68.67 24 
Test L 3.9190^ 84.59 22 69.13 24 
Lorge-Thorndike IQ 2.4176% 119.41 22 111.25 24 
^Reported in percentile ranks based on national norms. 
^Significant at the .05 level. 
group averaged 5.50 days in the semester compared to 2.32 for group 1. 
The t value produced by that difference was 3.0170, 
The 22 students in group 1 had no visits at all to the advisor for 
disciplinary reasons. Although group 3 averaged only .75 visits over a 
two year period, that difference produced a t value of 2.4785 which was 
significant at the .05 level of significance. 
Group 1 received a significantly better behavioral rating by the class­
room teachers than did group 3. The t value produced by that difference 
was 4.1357. The value was significant at the .05 level. 
The value for parental pressure was derived from the number of people 
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aware of parental pressure among the advisor, teacher, department head and 
counselor. Therefore, each student had a possible value of five on this 
factor if the "other" blank was used. However, the space for "other", was 
never used so a value of four was the most any student received. The means 
for the two groups were low. Group 1 averaged only .045 and group 3 
averaged only .083. The difference between the values produced a t value 
of 0.4029 which was not significant. 
The differences in the means produced by the writing samples was not 
significant at the .05 level. The difference between the means produced a 
t value of 1.5332. A value of 1.714 was necessary at the .05 level with 
23 degrees of freedom. 
The difference in grades produced the greatest t value. The best 
possible grade in the Des Moines System was a 1 and the failing grade was 
Table 15. Mean scores on behavior factors, parental pressure, writing 
samples, and grades of extreme ability groups within the grade 
eleven advanced track language arts group 
Measure t Group 1 N Group 3 N 
Behavioral factors 
Days absent 3. .0170* 2. ,32 22 5 .50 24 
Visits to advisor 2, .4785* 0. .00 22 .75 24 
Teacher rating 4, .1357* 8, .45 22 6 .50 24 
Parental pressure 0, .4029 .045 22 .083 24 
Writing sample 1, .5332 120. .82 22 109 .67 24 
Grad e 10, .1947* 1. 14 22 2 .92 24 
^Significant at the .05 level. 
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a 5. Group 1 averaged a grade of 1.14. The grade point average of group 3 
was 2.92, The difference between the means produced a t value of 10.1947 
which was, of course, significant. 
Groups 4 and 6_ — the general track 
Group 4 was composed of 61 grade eleven general track students who 
were perceived by their classroom teachers as the most able students in 
their respective classes. Group 6 was composed of 62 grade eleven general 
track students who were perceived by their classroom teachers as the least 
able students in their respective classes. With 60 degrees of freedom, a 
value of 1.671 was required for significance at the .05 level. A one-
tailed t value was used for the same reasons indicated in the measures be­
tween the extreme groups in the advanced track. 
The three tests used in the Iowa Tests of Educational Development pro­
duced significant differences between the means of the two groups. The t 
value that resulted from the difference between the means on the third test 
was 11.5587. The t value that resulted from the difference between the 
means on the eighth test was 9.2064 and the difference in the means on the 
composite was 10.3874. As previously stated a value of 1.671 was required 
for significance. 
The vocabulary and language sections of the Iowa Test of Basic Skills 
were used. The means differed significantly on both tests. Test V re­
sulted in a t value of 7.9251 and test L resulted in a t value of 11.7119. 
Group 4 had an average IQ of 110.03 compared to group 6 which had an 
average of 95.10. The resulting t value was 7.7752. 
There was a significant difference between the means on each of the 
69 
three measures of behavior. Group 4 missed an average of 3.25 days in one 
semester. Group 6 averaged 8.02 days during the same semester. That dif­
ference resulted in a t value of 4.1011 which was significant. Group 4 
averaged .262 visits to the advisor for discipline reasons over a period of 
two years while group 6 averaged 3.14. That difference resulted in a t 
value of 3.6105 which was significant. The teacher ratings were signifi­
cantly better for group 4 when compared to group 6. Group 4 averaged 7.89 
compared to group 6 which averaged 5.44. The resulting t value was 7.7802. 
Although the scores for parental pressure were very small, a signifi­
cant value of t resulted. The average number of school officials aware of 
parental pressure for group 4 was .016 compared to group 6 which had an 
Table 16. Mean scores from standardized tests of extreme ability groups 
within the grade eleven general track language arts group 
Measure t Group 4 N Group 6 N 
Iowa Tests of Educational 
Development^ 
Test 3 11.5587^ 73.43 61 29.48 62 
Test 8 9.2064^ 73.43 61 37.50 62 
Composite 10.3874^ 72.80 61 34.68 62 
Iowa Tests of Basic Skills^ 
Test V 7.9251^ 71.51 61 39.26 62 
Test L 11.7119^ 72.95 61 30.89 62 
Lorge-Thorndike IQ 7.7752^ 110.03 61 95.10 62 
^Reported in percentile ranks based on 
^Significant at the .05 level. 
national norms. 
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average of .145. The resulting t value was 2.0941. 
The average score on the writing sample for group 4 was 106.52. The 
average score on the writing sample for group 6 was 79.76. The resulting 
t value was 6.6676. 
As with the advanced track, the grade averages produced the greatest t 
value of all of the measures. Group 4 had a grade average of 1.54 compared 
to group 6 which had a grade average of 3.73. The resulting t value was 
16.8073. 
Table 17. Mean scores on behavior factors, parental pressure, writing 
samples, and grades of extreme ability groups within the grade 
eleven general track language arts group 
Measure t Group 4 N Group 6 N 
Behavioral factors 
Days absent 4, .1011* 3, .25 61 8, .02 62 
Visits to advisor 3. 6105* .262 61 3, .14 62 
Teacher rating 7. 7802* 7 .89 61 5. ,44 62 
Parental pressure 2, .0941* .016 61 .145 62 
Writing sample 6, .6676* 106 .52 61 79, .76 62 
Grade 16, .8073* 1 .54 61 3. 73 62 
^Significant at t^e .05 level. 
Groups 2 and =- the basic track 
Group 7 was composed of 16 grade eleven basic track students who were 
perceived by their classroom teachers as the most able students in their 
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respective classes. Group 9 was composed of 17 grade eleven basic track 
students who were perceived by their classroom teachers as the least able 
students in their respective classes. With 16 degrees of freedom a t value 
of 1.746 was necessary for significance at the .05 level. A one-tailed 
t value was used for the same reasons indicated in the measures of the ex­
treme groups in the advanced track; the group perceived as most able was 
surely expected to score better than the least able. 
The three tests from the Iowa Tests of Educational Development re­
sulted in significant differences between the two groups. Group 7 aver­
aged 24.81 and group 9 averaged 7.06 on test 3. The resulting t value of 
3.991 was significant. On test 8, group 7 averaged 34.75 and group 9 aver­
aged 14.06. The t value of 3.4739 was significant. On the composite, 
group 7 averaged 28.00 and group 9 averaged 10.06. The t value was 3.4916 
and was significant at the .05 level. As noted previously, significant 
differences were found on these three measures between extreme groups in 
both the advanced and general tracks. 
On test V of the Iowa Tests of Basic Skills, group 7 averaged 35.44 
compared to 15.00 for group 9. The t value was 3.5488. It was significant. 
On test L, group 7 scored an average of 29.44 and group 9 scored 13.00. 
The t value of 3.9184 was significant. 
On the IQ scores, there was a significant difference between the 
groups. Group 7 averaged 88.13 and group 9 averaged 75.41. The t value 
was 2.6018. 
There were no significant differences between the groups on any of the 
three behavioral factors. Group 7 averaged 1.06 visits to the advisor; 
group 9 averaged 0.824. The t value was 0.4183. Group 7 averaged 6.31 
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Table 18. Mean scores from standardized tests of extreme ability groups 
within the grade eleven basic track language arts group 
Measure t Group 7 N Group 9 N 
Iowa Tests of Educational 
Development^ 
Test 3 3.9910^ 24.81 16 7.06 17 
Test 8 3.4939° 34.75 16 14.06 17 
Composite 3.4916^ 28.00 16 10.06 17 
Iowa Tests of Basic Skills^ 
Test V 3.5488° 35.44 16 15.00 17 
Test L 3.9184^ 29.44 16 13.00 17 
Lorge-Thorndike IQ 2.6108° 88.13 16 75.41 17 
^Reported in percentile ranks based on national norms. 
^Significant at the .05 level, 
days absent; group 9 averaged 5-76. The t value was 0.2793. Group 7 aver­
aged 6.94 on the teacher rating; group 9 averaged 6.53. The t value was 
0.6311. The basic track differed from the general and advanced track in 
the area of behavioral factors. In the general and advanced tracks the 
groups of extreme ability did differ significantly on behavioral factors. 
On parental pressure, the scores were sinall and not significantly dif­
ferent. Group 7 averaged .188 and group 9 averaged .235. The t value was 
0.2444. 
The two groups were significantly different on the writing sample. 
Group 7 averaged a score of 75.31 compared to 46.41 for group 9. The t 
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Table 19. Mean scores on behavior factors, parental pressure, writing 
samples, and grades of extreme ability groups within the grade 
eleven basic track language arts group 
Measure t Group 7 N Group 9 N 
Behavioral factors 
Days absent 0.2793 6.31 16 5.76 17 
Visits to advisor 0.4183 1.06 16 .824 17 
Teacher rating 0.6311 6.94 16 6.53 17 
Parental pressure 0.2444 .188 16 .235 17 
Writing sample 3.9870* 75.31 16 46.41 17 
Grade 4.6656* 2.56 16 3.76 17 
^Significant at the .05 level. 
value was 3.987. 
The grade point average for group 7 was 2.56. For group 9 it was 
3.76. The resulting t value was 4.6656 and was significant at the .05 
level. 
Rejection of the hypothesis 
The hypothesis that there would be no difference between groups of ex­
treme ability based on teacher perception was rejected because of the sig­
nificant differences between groups on the vast majority of factors in all 
tracks. 
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Differences Between Groups of Least Ability and Groups 
of Most Ability in the Track Below 
The fourth hypothesis was that there would be no significant differ­
ences between groups of least ability in a track and groups of most ability 
in the track immediately below. 
Groups 2 and 4 — the advanced and general tracks 
Group 3 was composed of 24 grade eleven language arts students who 
were in the advanced track and who were perceived as the least able stu­
dents in their respective classes. Group 4 was composed of 61 grade 
eleven language arts students who were perceived by their classroom teach­
ers as being the most able in their respective classes. Group 4 was from 
the general track. 
A two-tailed t test was used because it was not known which group 
would score better on the measures used and a difference in either direc­
tion was of interest. With 40 degrees of freedom a t value of 2.021 was 
required for significance at the .05 level. 
On the tests in the Iowa Tests of Educational Development, none of the 
differences was significant. On test 3, group 3 averaged 61.29 compared 
to group 4 which averaged 73.43. Although the general track group had a 
higher average, the difference was not significant. The t value was 
1.9313. It would have been significant had a one-tailed test been used. 
On test 8, group 3 averaged 65.96 and group 4 averaged 73.43. The general 
track group was again superior on this measure. The t value was 1.2955. 
On the composite, group 3 averaged less than group 4 again. Group 3 aver­
aged 65.96; group 4 averaged 72.80. 
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The t value was 0.9424. On all three of the measures in the Iowa Tests of 
Educational Development, the general track group perceived as most able 
scored better than the advanced track group perceived as least able. 
Neither measure on the Iowa Tests of Basic Skills resulted in a sig­
nificant difference between the groups. On test V, group 3 averaged 68.67; 
group 4 averaged 71.51. The t value was 0.5573. On test L, group 3 aver­
aged 69.13; group 4 averaged 72.95. The resulting t value was 0.8353. 
The average IQ of group 3 was 111.25; the average IQ of group 4 was 
110.03. The resulting t value of 0.4853 was not significant. This was 
the only measure on the standardized measures that resulted in a higher 
average for the advanced track group. 
Table 20. Mean scores from standardized tests of the ability group per­
ceived as least able in the advanced track and the ability group 
perceived as most able in the general track 
Measure t Group 3 N Group 4 N 
Iowa Tests of Educational 
Development^ 
Test 3 1.9313 61.29 24 73.43 61 
Test 8 1.2955 65.96 24 73.43 61 
Composite 0.9424 67.69 24 72.80 61 
Iowa Tests of Basic Skills^ 
Test V 0.5573 68.67 24 71.51 61 
Test L 0.8353 69.13 24 72.95 61 
Lorge-Thorndike 0.4853 111.25 24 110.03 61 
^Reported in percentile ranks based on national norms. 
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The difference in days absent approached, but did not reach, signifi­
cance, Group 3 missed an average 5.50 days in one semester compared to 
3.25 days for group 4. The resulting t value was 2.3193. Group 3 averaged 
.75 visits to the advisor for disciplinary reasons over a two year period. 
Group 4 averaged .262 visits. The t value of 1.4602 was not significant. 
Group 3 received an average rating of 6.30 by the classroom teachers. 
Group 4 received an average rating of 7.89. The resulting t value was 
3.1334. This value was significant at the .05 level of significance» 
There was no significant difference between groups on the measure used 
for parental pressure. Group 3 averaged .083 on this measure; group 4 
averaged ,016. The resulting t value was 0.7957. It was not significant. 
Group 3 averaged 109,67 on the writing sample; group 4 averaged 
Table 21. Maan scores on behavior factors, parental pressure, writing sam­
ples, and grades of the ability group perceived as least able 
in the advanced track and the ability group perceived as most 
able in the general track 
Measure t Group 3 N Group 4 N 
Behavioral factors 
Days absent 2.3193* 5.50 24 3.25 61 
Visits to advisor 1.4602 .75 24 .262 61 
Teacher rating 3.1334* 6.50 24 7.89 61 
Parental pressure 0.7957 ,083 24 .016 61 
Writing sample 0.5009 109.67 24 106.52 61 
Grade 7.4877* 2.92 24 1.54 61 
^Significant at the .05 level. 
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106.52. The resulting t value was 0.5009. The value was not significant. 
The largest t value resulted in the grade average. The grade point 
average for group 3 was 2.92; for group 4 it was 1.54. The resulting t 
value was 7.4877. It was significant. 
Groups 6_ and ]_ — the general and basic tracks 
Group 6 was composed of 62 grade eleven language arts students who 
were in the general track and who were perceived as the least able students 
in their respective classes. Group 7 was composed of 16 grade eleven lan­
guage arts students who were perceived by their classroom teachers as the 
most able in their respective classes. They were from the basic track. 
On the tests in the Iowa Tests of Educational Development, none of the 
differences was significant. On test 3, group 6 averaged 29.49; group 7 
averaged 24.81. The t value was 0.9333. On test 8, group 6 averaged 37.50; 
group 7 averaged 34.75. The difference was not significant. On the com­
posite, group 6 averaged 34.68; group 7 averaged 28.00. The difference was 
not significant. The t values were 0,4457 for test 8 and 1.2382 for the 
composite. 
On test V of the Iowa Tests of Basic Skills, group 6 averaged 39.26. 
Group 7 averaged 35.44. The t value of 0.6349 was not significant. On 
test L, group 6 averaged 30.89; group 7 averaged 29.44. The t value of 
0.3234 was not significant. 
Group 6 had an average IQ score of 95.10. The average IQ score for 
group 7 was 88.13. The t value of 1.5313 was not significant. 
Group 6 averaged 8.03 days absent; group 7 averaged 6.31. The result­
ing t value of 0.9903 was not significant. 
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Group 6 averaged 3.14 visits to the advisor. Group 7 averaged 1.06. 
The t value of 2.3585 approached, but did not reach, significance. 
The group in the basic track (group 7) received a significantly higher 
rating from the teachers on behavior. Group 7 received a rating average of 
6.94 compared to group 6 which averaged 5.44. The t value of 2.7262 was 
significant at the .05 level. 
The parental pressure measure was not significantly different between 
the two groups. Group 6 had an average of .145 compared to group 7 which 
had an average of .188. The t value was 0.2893. 
On the writing sample, group 6 averaged 79-76 and group 7 averaged 
75.31. The t value was 0.6592. 
Table 22. Mean scores from standardized tests of the ability group per­
ceived as least able in the general track and the ability group 
perceived as most able in the basic track 
Measure t Group 6 Group 7 
N = 62 N = 16 








0.9333 29.48 24.81 
0.4457 37.50 34.75 
1.2382 34.68 28.00 
0.6849 39.26 35.44 
0.3234 30.89 29.44 
1.5313 95.10 88.13 
^Reported in percentile ranks based on national norms. 
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Tabic 23. Mean scores on behavior factors, parental pressure, writing sam­
ples, and grades of the ability group perceived as the least 
able in the general track and the ability group perceived as 
the most able in the ^enoral track 
Measure Group 6 
N = 62 
Group 7 
N = 16 
Behavioral factors 
Days absent 























^Significant at the .05 level. 
There was a significant difference between the groups on the grade 
point averages. Group 6 averaged 3.73 on grade point. Group 7 averaged 
2.56 on grade point. The t value was 5»7184. 
Failure to reject the null hypothesis 
Because there were few significant differences, the null hypothesis 
could not be rejected on the basis of the ability and achievement measures. 
Behavior factors and graces did differ and the hypothesis (as it re­
lated to visits to advisors, teacher ratings, and grades) was rejected. 
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Discernible Differences in Materials and Methods Between Tracks 
The hypothesis 
The hypothesis was that there would be no discernible differences in 
materials and methods between tracks. A seven item opinionnaire was sent 
to all social studies and language arts department heads in the Des Moines 
School System. The department heads were asked to respond to each state­
ment by checking a plus four for items with which they strongly agreed and 
a minus four for items with which they strongly disagreed. Negative and 
positive threes, twos, and ones were provided on the opinionnaires for mild­
er feelings. A zero was provided for neutral opinions. 
Frequency c cunt s 
In frequency counts only, seven teachers disagreed with the statement 
"I believe that textbooks and supplementary materials differ between 
tracks' . Jhe teachers who agreed with the statement numbered 22. These 
frequency counts were for the statement: only as it related to the advanced 
and general tracks as shown in Table 24. On the same statement as it re­
lated to the general and basic tracks, four teachers disagreed with it and 
23 agreed with it. 
Ir. response to the statement "I believe that daily assignments differ 
between tracks", teachers strongly agreed as measured by frequency counts. 
Between the advanced and general tracks, only one disagreed compared to 
23 who agreed. As it related to difference between the general and basic 
tracks, onl- ine disagreed compared to 25 who agreed. 
In response to the statement, "I believe that requirements to pass 
differ between tracks" as it related to differences between the advanced 
Table 24, Frequencies of responses by department heads 
the advanced and general tracks 
otatem ,it 
I believe that textbooks and supplementary materials 
differ between tracks 
I. believe that daily assignments differ between 
tracks 
I believe that requirements to pass differ between 
tracks 
T believe that reading and research requirements 
differ between tracks 
I believe that subject or departmental objectives 
differ between tracks 
I believe that content structure differs between 
tracks 
I believe that sequence, when compared with official 
courses of study, differs between tracks 
to statements relating to differences between 
Number of respondents 
Degree of disagreement Degree of agreement 
- 4 - 3 - 2 - 1  0  1  2  3  4  
4 12 0 
0  1 0  0  
0  1 0  1  
0 0 0 0 
0  1 0  0  
1 1 0  0  
2  1 2  0  
0 2 5 5 10 
0 4 10 4 10 
3 1 6 4 13 
1 1 5 6 15 
4 19 6 8 
1 1 6 10 9 
3 5 4 6 6 
Table 25. Frequencies of responses by department heads to statements relating to differences between 
the general and basic tracks 
Number of respondents 
Statement 
Degree of disagreement Degree of agreement 
- 4 - 3 - 2 - 1 0 1 2 3 4  
I believe that textbooks and supplementary materials 
differ between tracks 2 2 001 055 13 
I believe that daily assignments differ between 
tracks 0 1 0 0 1 2 3 5 15 
I believe that requirements to pass differ between 
tracks 0 3 0 0 2 2 1 5 15 
I believe that reading and research requirements 
differ between tracks 011102 4 6 12 
I believe that subject or departmental objectives 
differ between tracks 021204469 
I believe that content structure differs between 
tracks 1 0 3 0 1 2 4 4 13 
I believe that sequence, when compared with official 




and general tracks two disagreed and 24 agreed. As the statement related 
to differences between the general and basic tracks, three disagreed and 
18 agreed. 
As it related to differences between the advanced and general track, 
the statement, "I believe that reading and research requirements differ be­
tween tracks" was agreed with 27 times compared with zero who disagreed. 
On the same statement as it related to the difference between the general 
and basic tracks, three disagreed and 24 agreed. 
In response to the statement, "I believe that subject or departmental 
objectives differ between tracks" as it related to differences between the 
advanced and general tracks, one disagreed and 24 agreed. Four were 
neutral. Four was the greatest number of neutral responses to any one 
item. As the same statement related to the general and basic tracks, five 
disagreed and 23 agreed. 
Two disagreed with the statement, "I believe that content structure 
differs between tracks" as it related to differences between the advanced 
and general track. In response to the same question, 26 agreed. As it 
related to differences between the general and basic tracks, four dis­
agreed and 23 agreed. 
In response to the statement, "I believe that sequence, when compared 
with official courses of study, differs between tracks", five disagreed and 
23 agreed as the statement related to differences between the advanced and 
general tracks. In response to the same statement four disagreed compared 
to 23 who agreed when the statement was related to the differences between 
the general and basic tracks. 
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Weighted measures 
When the factors were weighted by multiplying the number of responses 
by the corresponding weight of agreement or disagreement, the balance of 
the comparisons was even more pronounced. 
The weighted measure for disagreement with the statement "I believe 
that textbooks and supplementary materials differ between tracks" when re­
lated to the difference between the advanced and general track was 23, com­
pared to a weighted measure of 67 for agreement. For the same statement as 
it related to the general and basic track differences, the disagreement 
measure was 14 compared to 77 for the agreement measure. 
In regard to the statement, "I believe that daily assignments differ 
between tracks", the weighted score was three in both the case where it was 
related to the differences between the advanced and general track and to 
the general and basic track. The agreement measures with the statement 
were 76 and 83 respectively. 
In all of the statements in which the responses were weighted, the 
agreements with the statements produced much greater weighted scores. As 
can be seen in Tables 26 and 27, the differences were great enough that 
statistical analysis was unnecessary. 
When the responses of the department heads were weighted in regards 
to the differences between textbooks and supplementary materials between 
the advanced and general tracks, the negative responses produced a weighted 
score of 23. The positive responses produced a weighted score.of 67. It 
was on this measure that the negative responses came the closest to being 
equal to the positive responses. On the other six items measured, the dif­
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Table 26. Weighted measures of positive and negative responses by social 
studies and language arts department heads to statements regard-













a - I believe that textbooks and supplementary materials differ between 
tracks. 
b - I believe that daily assignments differ between tracks. 
c - I believe that requirements to pass differ between tracks. 
d - I believe that reading and research requirements differ between 
tracks. 
e - I believe that subject or departmental objectives differ between 
tracks. 
f - I believe that content structure differs between tracks. 
g - I believe that sequence, when compared with official courses of 
study, differs between tracks. 
Weighted negative response 
I Weighted positive response 
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Table 27. Weighted measures of positive and negative responses by social 
studies and language arts department heads to statements regard-












a - I believe that textbooks and supplementary materials differ between 
tracks. 
b - I believe that daily assignments differ between tracks. 
c - I believe that requirements to pass differ between tracks. 
d - I believe that reading and research requirements differ between 
tracks. 
e - I believe that subject or departmental objectives differ between 
tracks. 
f - I believe that content structure differs between tracks. 
g - I believe that sequence, when compared with official courses of 
study, differs between tracks. 
@58 Weighted negative response 
1 1 Weighted positive response 
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The item that produced the greatest difference between negative and 
positive weighted response was the statement, "I believe that reading and 
research requirements differ between tracks". The weighted positive score 
was 89 compared to the negative score which was zero. 
As can be seen on Table 26, the department heads indicated strongly 
and consistently from measure to measure that the Des Moines Independent 
School System has succeeded in giving students in the advanced track a dif­
ferent educational experience than students in the general track in regards 
to textbooks, supplementary materials, daily assignments, requirements to 
pass, reading and research requirements, subject and departmental objec­
tives, content structure, and sequence. 
As indicated in Table 27, department heads expressed, as a group, the 
belief that the Des Moines schools had succeeded in giving a different 
educational treatment to the students in the general track and the basic 
track. This was based on the same items indicated in the preceding para­
graph. 
Rejection of the null hypothesis 
The hypothesis that there would be no discernible differences in 
materials and methods between tracks was rejected because of the opinions 
of all social studies and language arts department heads in the Des Moines 
schools. 
On each of the seven statements between the advanced and general tracks 
most department heads responded that they felt that the Des Moines schools 
were successful in making different kinds of materials and methods avail­
able to students who were in different tracks. This was one of the 
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original purposes of the track plan. 
Differences in Teacher Opinions Towards Various 
Aspects of Tracking in 1968 and 1963 
The hypothesis 
The sixth hypothesis was that there would be no difference in teacher 
opinions towards various aspects of tracking in 1968 and 1963. 
In order to test this hypothesis, an opinionnaire that was sent to all 
language arts and social studies teachers in the city in 1963 was dis­
guised in such a way as to avoid any obvious indication that it had been 
sent to teachers before. The disguised version of the opinionnaire was 
sent to a 20 per cent random sample of all language arts and social studies 
teachers in 1958. 
A chi square was used to analyze the statistical differences between 
the 1963 and the 1968 responses. 
Differences in sample sizes 
In 1963 there were 192 teachers in the sample who taught in the basic 
track classes. In 1968 there were 53. In 1963 there were 506 teachers in 
the sample who taught in the general track. In 1968 there were 146 teachers 
in the sample who taught in the general track. In the advanced track in 
1963 there were 218 teachers in the sample. In 1968 there were 61. It was 
felt that, for the purposes of this study, a 20 per cent sample would be 
satisfactory, while in 1963 all language arts and social studies teachers 
were surveyed. 
In order to determine the number of "expected" responses for use in 
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the chi square analysis, it was necessary to determine the percentage of 
those who responded in a given way to an item on the opinionnaire. It was 
then necessary to determine the number of teachers who would have re­
sponded in a like manner, had the sample sizes been the same. This was 
done by multiplying the percentage of responders times the number in the 
1968 sample. For example, if there were 192 teachers in the 1963 sample 
and 96 responded "yes" to a given item, it would represent 50 per cent. If 
on the same item there were 48 teachers in the 1968 sample, the "expected" 
frequency could for "yes" responders would be 24 or 50 per cent. 
Placement of pupils in tracks 
On the average, fewer teachers felt that pupils were well placed in 
1968 than so felt in 1963. Had the percentage of teachers who taught in 
the basic track responded the same as they did in 1963, the number who 
responded "yes" to the statement, "I believe my pupils in these tracks are 
generally well placed" would have been 27. The actual number was 23 of the 
28 respondents. This represented a significant drop. However, it still 
represented a large majority. 
The number of teachers who felt that students were generally well 
placed was significantly fewer than expected according to the 1963 results. 
However, 80 per cent still responded that students were generally well 
placed, 
There was also a decrease in the number of "yes" responders in the ad­
vanced track between 1963 and 1968. However, the difference between the 
expccted and observed frequency counts was not significant. 
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Table 28. Actual and expected responses to the statement "I believe pupils 
in these tracks are generally well placed" by a.20 per cent 
random sample of social studies and language arts teachers in 
the Pes Moines schools 
Track Response Actual Expected Total 
Basic^ Yes 23 27 50 
Track No _1 _6 
Total 28 28 56 
General^ Yes 41 48 89 
Track No 11 _4 15 
Total 52 52 104 
Advanced^ Yes 26 30 56 
Track No 10 __6 ii 
Total 36 36 72 
^Significant at the .01 level. 
^Not significant. 
Table 29. Percentage of "yes" responders to the statement, "I believe 
pupils in these tracks are generally well placed" in 1953 and 
in 1968 . 
Tracks 
Basic General Advanced 
Year 
Per cent 
1963 1968 1963 1968 1963 1968 
95 82 93 80 84 73 
9i-
Pupil achievement within tracks 
The expected frequency counts differed significantly from the ob­
served frequency counts in all tracks relative to the responses to the 
statement, "I believe my pupils are achieving satisfactorily". 
In the basic track, 85 per cent of the teachers in the 1963 sample 
responded that they believed that pupils were achieving satisfactorily. 
Those responses made the expected frequency count for 1968 equal to 24. 
Only 18 so responded. Four negative responses were expected and ten were 
received on the 1968 opinionnaires. The difference was significant at the 
Table 30. Actual and expected responses to the statement "I believe my 
pupils are achieving satisfactorily" by a 20 per cent random 
sample of social studies and language arts teachers in the Des 
Moines schools 
Track Response Actual Expected Total 
Basic^ Yes 18 24 42 
Track No 10 14 
Total 28 28 56 
General^ Yes 45 50 95 
Track No _1_ _1 9 
Total 52 52 104 
Advanced^ Yes 30 33 63 
Track No _2 _7 
Total 35 35 70 
^Significant at the .01 level. 
^Significant at the .05 level. 
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.01 level of significance. 
In the general track, 50 or 95 per cent "yes" responses were expected. 
Eighty-seven per cent or 45 "yes" responses were observed. The difference 
between the expected and observed frequency counts was significant at the 
.01 level. 
In the basic track in 1963, there were 93 per cent "yes" responses 
compared to 86 per cent in 1968. The expected frequency count was 33 "yes" 
responses and two "no" responses. The observed was 30 "yes" and five "no" 
responses. The difference between expected and observed was significant at 
the .05 level. 
Table 31. Percentage of "yes" responders to the statement, "I believe my 
pupils are achieving satisfactorily" in 1963 and in 1968 
Tracks 










Only in the advanced track was there a difference in the expected and 
observed responses to the statement, "The track plan requires more inten­
sive teacher planning". In 1963, 96 per cent of the responders indicated 
that the track plan required more intensive planning for advanced track 
teachers. In 1968, 67 per cent of the advanced track teachers thought that 
the track plan required more intensive teacher planning. 
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Table 32. Actual and expected responses to the statement "The track plan 
requires more intensive teacher planning" by a 20 per cent ran­
dom sample of social studies and language arts teachers in the 
Des Moines schools 
Track Response Actual Expected Total 
Basic® Yes 19 27 41 
Track No _7 _4 11_ 
Total 26 26 52 
General^ Yes 24 28 52 
Track No 21 H li 
Total 45 45 90 
Advanced^ Yes 24 32 56 
Track No _! _1 10 
Total 33 33 66 
%ot significant. 
^Significant at the .01 level. 
In the basic and general tracks, the percentage of teachers who re­
sponded that the track plan required more intensive planning decreased. In 
1963, 63 per cent of the responders indicated that they believed that the 
track plan required more teacher planning in the general track. That per­
centage dropped to 53 per cent in 1968. In 1963, 84 per cent of the 
responders indicated that they believed that the track plan required more 
intensive teacher planning in the basic track. In 1968, the percentage of 
teachers who responded "yes" dropped to 73 per cent. Neither change was 
significant. 
94 
Table 33. Percentage of "yes" responders to the statement, "The track plan 
requires more intensive teacher planning" in 1963 and in 1968 
Tracks 
Basic General Advanced 
Year 1963 1968 1963 1968 1963 1968 
Per cent 84 73 63 53 96 67 
Individual differences within tracks 
In the basic track, there was an increase in the percentage of teach­
ers who responded that individual differences were more pronounced. The 
teachers responded equally for "yes" and "no" to the statement in 1968. 
In the general track, there was a significant increase in the per cent 
of teachers who felt that individual differences were more pronounced, but 
those who so -responded were still in the minority. 
In the advanced track there was a reverse in the trend of the other 
two tracks. A significant per cent of teachers did not respond that indi­
vidual differences were more pronounced. On this statement, the two lower 
tracks started below 50 per cent and moved toward center; the advanced 
track started above 50 per cent in 1963 and moved toward center. The 1968 
result was almost perfect disagreement among teachers in all tracks in re­
gards to the statement. 
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Table 34. Actual and expected responses to the statement "Individual dif­
ferences seem more pronounced in the track plan" by a 20 per 
cent random sample of social studies and language arts teachers 
in the Pes Moines schools L 
Track Response Actual Expected Total 
Basic^ Yes 14 11 25 
Track No 14 12 31 
Total 28 28 56 
General^ Yes 20 13 33 
Track No 29 36 65 
Total 49 49 98 
Advanced^ Yes 15 22 37 
Track No 19 12 31 
Total 34 34 68 
^ot significant. 
^Significant at the .05 level. 
Table 35. Percentage of "yes" responders to the statement, "Individual 
differences seem more pronounced in the track plan" in 1963 and 
in 1968 , 
Tracks 
Basic General Advanced 
Year 
Per cent 
1963 1968 1963 1968 1963 1968 
38 50 27 41 64 44 
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Pupil leadership -within tracks 
As stated previously, one of the primary objectives of the tracking 
plan was to allow students of lower ability to emerge as student leaders. 
In 1963, most teachers responded that student leadership emerged in 
tracks. The 1968 results were much the same. There was a slight increase 
in the number of teachers per capita who responded positively in the 1968 
sample. 
In all tracks, in both years, the majority of teachers responded that 
they felt that leadership emerged in their classes. 
In terms of percentages, 61 per cent so felt in both 1963 and 1968 in 
basic track; 78 per cent so felt in 1963 and 77 per cent in 1968 in the 
Table 36. Actual and expected responses to the statement "Pupil leadership 
emerges in my classes" by a 20 per cent random sample of social 
studies and language arts teachers in the Pes Moines schools 
Track Response Actual Expected Total 
Basic^ Yes 17 17 34 
Track No il 11 22 
Total 28 28 56 
General^ Yes 40 41 81 
Track No 12 11 23 
Total 52 52 104 
Advanced®' Yes 30 28 58 
Track No _3 _5 _8 
Total 33 33 66 
^ot significant. 
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general track; 84 per cent so felt in 1963 and 91 per cent in 1968 in the 
advanced track. 
Table 37. Percentage of "yes" responders to the statement, "Pupil leader-
ship emerges in my classes" in 1963 and in 1968 
Tracks 
Basic General Advanced 
Year 1963 1968 1963 1968 1963 1968 
Per cent 61 61 78 77 84 91 
Homework within tracks 
There were no significant differences in the 1963 and 1968 responses 
to the statement dealing with the amount of homework done by students with­
in each track. 
In the basic track the vast majority responded that students did 
either the same amount of homework or less. However, in 1963, 42 per cent 
responded that the students in this lower track actually did more homework 
as a result of tracking. In 1968, the number who so responded resulted in 
a per cent of 29. The drop was not significant at the .05 level. 
Seventy per cent of the teachers who responded indicated that they 
felt that students in the general track did the same amount of homework in 
the track plan as in other grouping plans in 1968. In 1963, 73 per cent so 
responded. 
In both years, teachers were almost equally divided between the re­
sponses that students in the advance track did more homework and the 
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Table 38. Actual and expected responses to the statement "Compared to 
other grouping plans, pupils in their homework do:" by a 20 per 
cent random sample of social studies and language arts teachers 
in the Pes Moines schools 
Track Response Actual Expected Total 
T> - ^ Basic More 5 6 11 
Track Less 14 10 24 
Same 8 11 29 
General^ More 7 10 17 
Track Less 7 3 10 
Same 32 33 65 
Advanced^ More 15 16 31 
Track Less 1 1 2 






Table 39. Responses, in percentages to the statement, "Compared to other 
grouping plans , pupils in their homework do by a 20 per cent 
random sample of social studies and languag e.arts teachers in 
the Des Moines schools 
Tracks 
Basic General Advanced 
Year 1963 1968 1963 1968 1963 1968 
More 22 19 21 15 56 52 
Less 36 52 6 15 3 3 
Same 42 29 73 70 41 45 
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responses that students did the same amount of homework. In both years 
only three per cent indicated that they felt that students in the advanced 
track did less homework. 
Pupil motivation within tracks 
In terms of pupil motivation, teachers who responded that there were 
more pupils motivated as a result of tracking have decreased in per cent 
in all tracks. Those who indicated that motivation has diminished have 
increased. 
Table 40. Actual and expected responses to the statement, "Pupil motiva­
tion as a result of tracking has:" by a 20 per cent random sam­
ple of social studies and language arts teachers in the Des 
Moines schools 
Track Response Actual Expected Total 
Improved 8 16 24 
Basic^ 
Diminished 12 3 15 
Track 
Stayed same 5 4 9 
Improved 6 22 28 
General^ 
Diminished 8 5 13 
Track 
Stayed same 29 16 45 
Improved 22 27 49 
Advanced^ 
Diminished 3 1 4 
Track 
Stayed same 6 3 9 
^Significant at the .01 level. 
^Significant at the .05 level. 
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Teachers who responded that thoro was less motivation as a result ol" 
tracking had increased in terms of percentages. In the basic track, there 
was an increase from 12 per cent to 48 per cent. In the general track, 
there was from 12 to 19 per cent. In the advanced track, there was an in­
crease from two to ten per cent. 
Only in the advanced track in 1968 did the majority of teachers re­
spond that there was an increase in motivation as a result of tracking. 
In the basic track, half of the teachers indicated that there was less 
motivation as a result of tracking. Of course, the other half either felt 
there was no loss in motivation or an increase. , . 
Table 41. Responses, in percentages, to the statement, "Pupil motivation 
as a result of tracking has:" by a 20 per cent random sample of 
social studies and language arts teachers in the Des Moines 
schools 
Tracks 
Basic General Advanced 
Year 1963 1968 1963 1968 1963 1968 
Improved 65 32 50 14 86 71 
Diminished 12 48 12 19 2 10 
Stayed same 23 20 38 67 12 19 
Knowledge of pupils 
Teachers who responded that they learned more about pupils as a result 
of tracking were in the majority in all three tracks in 1963. 
Teachers who responded that they learned more about pupils as a result 
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Table 42. Actual and expected responses to the statement, "I learn more 
about my pupils as a result of tracking" by a 20.per cent ran­
dom sample of social studies and language arts teachers in the 
Des Moines schools 
Track Response Actual Expected Total 
Basic^ Y es 21 23 44 
Track No _7 _! 12 
Total • 28 28 56 
General^ Yes 24 29 53 
Track No 25 20 
Total 49 49 98 
Advanced^ Yes 22 24 46 
Track No 11 _9 20 
Total 33 33 66 
^Not significant. 
of tracking were in the majority in the advanced and basic tracks in 1968-
In the general track in 1968, 25 responded that they did not learn more 
about students as a result of tracking; 24 responded that pupils did learn 
more. 
In all tracks, the percentage of responders who indicated that they 
learned more about their students as a result of tracking decreased be­
tween 1963 and 1968. However, none of the changes was statistically sig­
nificant . 
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Table 43^ Percentage of "yes" responders to the statement, "I learn more 
about my pupils as.a result of tracking" in 1963 and in 1968 r-i - n 
Tracks 
Basi c General Advanc ed 
Year 1963 1968 1963 1968 1963 1968 
Per cent 82 75 59 49 73 67 
Strengths of the track program 
Three parts of the opinionnaire did not lend themselves to statistical 
analysis. They were open-ended and results were extremely varied. Only 
rough categorizations or groupings of such responses were possible. 
When asked to indicate the strengths of the tracking program, the most 
common responses were toward the ideas that tracking benefited the more 
able student, made selection of materials and assignments easier, and made 
teaching methods more specialized. 
To a lesser degree, benefits to the basic students were indicated. 
However, a number of respondents did indicate that tracking gave the basic 
student a greater chance for success. This response was partially borne 
out by the fact that the number of failures decreased in social studies 
and language arts courses after tracking -- the same was not true of the 
other disciplines. 
The range of responses to the item related to the strengths of the 
track program transversed the spectrum from extreme disapproval to com­
plete acceptance. 
1.03 
Limitations of the track program 
The second of the open-ended statements which could not be treated 
statistically was, "The limitations of our track program are:". 
As with the other open-ended statements, the responses were varied. 
Two ideas were frequently present in the responses. These were basically 
as follows; 
1. It creates a caste system with advanced students often feeling 
more superior than they are and basic students feeling more in­
ferior than they are. 
2. Basic track is loaded with discipline problems. There was a good 
deal of comment about peer grouping combined with the idea that 
many lower ability students were also discipline problems. 
Other less commonly mentioned limitations,of tracking were lack of 
leadership for lower groups, too much parental pressure, lack of in-
service, racial segregation, large class sizes, poor materials, and there 
were others that were infrequent enough to be possible personal complaints 
rather than general objections to the Des Moines Pian„ 
Suggestions for improvement of tracking 
The last of the open-ended statements was, "My suggestions for im­
proving the track program are:". 
The response to this part were even more diverse than the other open-
ended statements. Some requested more tracks while others desired less. 
Some felt a need to combine the advanced and general tracks; some wanted 
the general and basic combined. Some wanted rigid, inflexible criteria for 
grouping; others flexibility. Some wanted teacher judgment to carry more 
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weight; some wanted only objective test scores used. Some wanted teachers 
rotated from track to track; others suggested specialization. Some wanted 
more factors considered in grouping; others only one specific item. 
Some of the grouping plans suggested were as follows: 
1. A pass-fail system for advanced and basic with a pass equal to a 
1 and a fail equal to a 2 in advanced while a pass would equal a 
3 and a fail a 4 in basic. In both cases, the students would al­
ways be passed on. Only a general student who would be graded 
under the existing plan, could fail for the purposes of repeating 
a course. 
2. Allow no students to go to a lower track. 
3. Replace the basic track with a strong remedial program. 
4. Allow each school to develop its own plan of grouping. 
5. Have a "mixer" once a week where different ability groups mingle. 
6. Enforce the current track plan so no school could deviate. 
7. Decrease class sizes under the present plan. 
8. Provide better materials under the present plan. 
9. Increase and improve in-service plans-
10. Improve methods of placement. 
11. Eliminate tracking* 
Rejection of the sixth hypothesis 
In the area of teacher perception about the placement of students in 
tracks there was a significant drop in the per cent of teachers who re­
sponded that students were generally well placed in the basic and general 
track. In all tracks there was a significant drop in the per cent of 
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teachers who responded that they believed that students were achieving sat­
isfactorily. There was a significant drop in the percentage of advanced 
track teachers who responded that the track plan required more intensive 
teacher planning. In the general and advanced tracks, there was a signifi­
cant difference in the number of teachers who responded that individual 
differences were more pronounced. The per cent of teachers in the general 
track who so responded increased while the percent in the advanced track 
also increased. There was a significant change in the per cent of teachers 
who responded that pupil motivation had improved, diminished, or stayed the 
same. In all tracks the per cent of teachers who responded that pupil moti­
vation had increased as a result of tracking declined. 
There were no significant changes In the percentage of teachers who 
responded that they believed that students were generally well placed in 
the advanced track. In the basic and general tracks there was no signifi­
cant change in the responses related to whether or not tracking required 
more intensive teacher planning. In the basic track, there was no signifi­
cant change in responses related to trackings effect on the pronouncement 
of individual differences. In all tracks, there were no significant changes 
in the responses to the statement on pupil leadership emerging in classes. 
In all tracks, there were no significant changes in the responses to the 
statement, "Compared to other grouping plans, pupils in their homework do:" 
In all tracks there were no significant changes in the responses to the 
statement, "I learn more about my pupils as a result of tracking". 
Changes resulted in by the open-ended responses were not measured statisti­
cally . 
There were 11 significant differences or changes in teachers' 
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responses between the years 1963 and 1968. There were 24 possibilities of 
significant changes. Among the 13 items, which did not result in signifi­
cant changes, there were changes generally toward a more negative outlook 
toward tracking. However, the majority of respondents still tended to re­
spond favorably toward the various aspects of tracking. 
Because there were many significant differences between the 1963 re­
sponses and the 1968 responses, the null hypothesis was rejected. 
Differences Between Groups of Average Ability Between Tracks 
The seventh hypothesis was that there would be no significant differ­
ences between groups of average ability between tracks. This hypothesis 
was designed to determine the differences between the typical advanced 
track student and the typical general track student. It also determined 
the differences between the typical general track student and the typical 
basic track student. 
Groups 2^ and 5_ — the advanced and general tracks 
Group 2 was composed of 21 advanced track students who were perceived 
by their respective classroom teachers as being representative of the typi­
cal or "most average" advanced track student. Group 5 was composed of 62 
general track students who were perceived by the respective classroom 
teachers as being representative of the typical or "most average" general 
track student. 
It was possible to use a one-tailed test because it was considered a 
known fact that the average advanced track student would be more able on 
the factors considered than would the average general track student. With 
40 degrees of freedom, a t value of 1.684 was necessary for significance at 
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the .05 level of significance. 
On the third test of the Iowa Tests of Educational Development, the 
mean for group 2 was 79.24 compared to 44.56 for the general track group. 
The resulting t value was 8.0499. It was, of course, significant. 
The t value resulting from the differences between the two means on 
test 8 of the Iowa Tests of Educational Development was 7.4773. It was 
significant. The t value from the composite was 8.2016 which was also 
significant. 
On the vocabulary and language sections of the Iowa Tests of Basic 
Skills, the t values were greater than six. With 1.684 necessary for 
Table 44. Mean scores from standardized tests of the ability group per­
ceived as most typical in the advanced track and the ability 
group perceived as most typical in the general track 
Measure t Group 2 Group 5 
N = 21 N = 62 
Iowa Tests of Educational Development^ 
Test 3 8, .0499° 79, .24 44, .56 
Test 8 7. 4773^ 78, .95 49, .76 
Composite 8. 2016^ 81, .71 45 .65 
Iowa Tests of Basic Skills^ 
Test V 6. ,2904^ 75, .24 48, .90 
Test L 6, .1848^ 70, ,81 42, .19 
Lorge-Thorndike IQ 4, .7539^ 111, .76 100, ,66 
^Reported in percentile ranks based on national norms. 
^Significantly different at the .05 level. 
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significance at the .05 level» the values were highly significant. 
The average IQ as measured by the Lorge-Thorndike Test was 111.76 for 
the advanced track group and 100.66 for the general track group. The re­
sulting t value was 4.7539. It was statistically significant. 
Table 45. Mean scores on behavior factors, parental pressure, writing sam­
ples, and grades of the ability group perceived as most typical 
in the advanced track and the ability group perceived as most 
typical in the general track 
Measure t Group 2 Group 5 
N = 21 N = 62 
Behavioral factors 
Days absent 0, .1507 3 .67 3 .55 
Visits to advisor 0, .5296 .238 .339 
Teacher rating 3. 3521^ 1 .  905 6, .774 
Parental pressure 0, .9810 .095 .032 
Writing sample 4. .5331* 1 1 1 .  81 86, .77 
Grade 4. 4473% 2 .  05 2, .73 
^Significantly different at the >,05 level. 
Of the three measures of behavior, only teacher rating resulted in a 
significant difference between the general and advanced track group. The 
advanced track group was perceived as being better in classroom behavior 
than was the general track group. The t value was 3.3521. Both groups re­
ceived average ratings which were on the positive or favorable side. 
The difference between the two groups in the writing sample and in 
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grades was significant. The t value for writing sample was 4.5331. The t 
value for grade was 4.4473. In both cases the advanced group was more able. 
Parental pressure resulted in no significant difference. It was small 
for both groups. The average number of school officials who were aware of 
parental contacts for the purpose of influencing the student's track was 
only .095 for the advanced group and .032 for the general track group. 
Groups ^  and _8 — the general and basic tracks 
Group 5 was composed of 62 general track students who were perceived 
by their respective classroom teachers as being the most typical in their 
respective classes. Group 8 was composed of 16 basic track students who 
were perceived by their respective classroom teachers as being the most 
typical in their respective classes. Group 8 was composed of 16 basic 
track students who were perceived as being most typical in their respective 
sections. 
With 40 degrees of freedom, a t value of 1,684 was necessary for sig­
nificance with an alpha of .05. Every measure on the standardized tests 
resulted in a t value greater than necessary for significance, 
The differences between the typical students in the general track and 
the typical basic track students on the Iowa Tests of Educational Develop­
ment were great enough to create a t value of more than seven in all cases. 
The lowest t value from the standardized measures was from the Lorge-
Thorndike IQ scores. That t value was 4.7539 and was highly significant. 
There were no significant differences between the groups in the be­
havioral factors. Visits to advisors for the purpose of discipline ap­
proached but did not reach significance. 
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Table 46. Mean scores from standardized tests of the ability group per­
ceived as most typical in the general track and the ability 
group perceived as most typical in the basic track 
Measure t Group 5 
N = 62 
Group 8 
N = 16 
Iowa Tests of Educational Development^ 
Test 3 5.6335^ 44.56 15.06 
Test 8 6.0600^ 49.76 21.50 
Composite 5.5456^ 47.65 17.75 
Iowa Tests of Basic Skills^ 
Test V 7.1104b 48.90 19.63 
Test L 7.0349b 42.19 17.13 
Lorge-Thorndike IQ 4.1867b 100.66 88.56 
^Reported in percentile ranks based on national norms. 
^Significantly different at the .05 level. 
There was a significant difference between the groups in the writing 
samples. The average score for the general track group was 86.77 compared 
to 69.00 for the basic track group. The t value of 3.003 was significant. 
The difference in grades was significant at the .05 level. The aver­
age grade for the general track group was 2.73. It was 3.00 for the basic 
track group. The t value was 1.7624. 
Ill 
Table 47. Mean scores on behavior factors, parental pressure, writing sam­
ples, and grades of the ability group perceived as-most typical 
in the general track and the ability group perceived as most 
typical in the basic track 
Measure t Group 5 
N = 62 
Group 8 
N = 16 
Behavioral factors 
Days absent 1.2818 3.55 5.31 
Visits to advisor 1.6210* .339 5.313 
Teacher rating 0.8689 6.774 6.375 
Parental pressure 1.1320 .032 .188 
Writing sample 3.0033& 86.77 69.00 
Grade 1.7624* 2.73 3.00 
^Significantly different at the .05 level. 
Reiection of the null hypothesis 
Most of the factors in the study resulted in significant differences 
between groups. Because the typical student in the upper tracks consist­
ently averaged significantly better than those in the track immediately be­
low, the hypothesis that there would be no differences was rejected. 
Summary 
The first hypothesis was that there would be no significant correla­
tions among ability factors based on standardized tests, ability factors as 
measured by local evaluation instruments, and behavioral factors related to 
discipline. The hypothesis was rejected because correlation matrices 
showed far more significant correlations than could be expected by chance 
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alone. 
The second hypothesis was that there would be no significant differ­
ences between expected and observed performance levels. There were no sig­
nificant differences between observed and expected performance levels of 
students in ability groups. Therefore, the null hypothesis could not be 
rejected. 
The third hypothesis was that there would be no significant differ­
ences between groups of extreme ability within tracks. The t tests re­
sulted in significant values in the vast majority of cases. Therefore, 
the third hypothesis was rejected. 
The fourth hypothesis was that there would be no significant differ­
ences between groups of least ability in a track and groups of most ability 
in the track immediately below. Because there were few significant differ­
ences, the fourth hypothesis could not be rejected on the basis of ability 
and achievement measures. However, behavior factors were not so clear cut. 
Only teacher rating was significantly different for the groups, but 
"visits to advisor" was very close to the significance level. Grades 
differed significantly. 
The fifth hypothesis was that there would be no discernible differ­
ences in materials and methods between tracks. It was tested by the use 
of an opinionnaire sent to department heads. Based on the judgments of 
the department heads, the null hypothesis was rejected. On both frequency 
counts and weighted measures, the department heads responded in each of 
seven categories that materials and methods differed between the tracks. 
The sixth hypothesis was that there would be no differences in teach­
er opinions about tracking in 1968 and 1963. An opinionnaire which had 
been sent to all language arts and social studies teachers in 1963 was re­
vised and altered. It was sent to a 20 per cent random sample of language 
arts and social studies teachers. The results were, in 11 cases, signifi­
cantly different. In 13 cases the results were not statistically signifi­
cant. Since 11 differences were many more than could be expected by chanc 
alone, the null hypothesis was rejected. Some open-ended items were on 
the opinionnaire which were not submitted to statistical analysis. The 
results of those items revealed a variety of opinions and suggestions re­
lated to the Des Moines Track Plan. 
The seventh hypothesis was that there would be no significant differ­
ences between groups of average ability between tracks. In every case be­
tween any track differences were significant on ability and achievement 
measures. The null hypothesis was rejected^ 
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SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary 
Purposes 
Because the literature on ability grouping was conflicting and be­
cause ability grouping plans differed from district to district in both 
techniques and purposes, it was decided that the Des Moines Track Plan 
would be evaluated. It was hoped that the methods employed in this disser­
tation could serve as one technique for evaluation and analysis of ability 
grouping plans. 
It was a purpose of this study to determine the effectiveness with 
which students were being grouped. It was also a purpose to determine the 
deviations from expected performance levels that could be attributed to 
the tracking plan. 
Another purpose was to determine possible changes in teacher percep­
tions of various aspects of the Des Moines Plan since an earlier evaluation. 
This was decided upon with full knowledge of the high regard indicated 
towards tracking in a 1963 opinionnaire. 
The final purposes of the plan were to detect differences within the 
homogeneous groups created by the tracking system and to determine the 
effectiveness with which materials and methods had been differentiated be­
tween the various ability groups. The differences within groups were 
measured from extreme to extreme within a given group. 
At the time of the study there was a need to supply the Des Moines 
Board of Education with objective information about the tracking program. 
That information was to be used to aid the Board of Education in making 
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decisions as to the future of the Des Moines Track Plan. 
Experimental design 
Terms were defined. A variety of sets of data was used to test 
seven null hypotheses. There were 1365 students in the sample used for 
testing the first hypothesis. 
The first hypothesis was that there would be no significant correla­
tions among ability factors based on standardized tests, ability factors 
based on local evaluation instruments, and behavioral factors related to 
discipline. Four correlation matrices were developed. These were devel­
oped from a group composed of grade eleven social studies students, a group 
composed of grade eight social studies students, and a group composed of 
grade eleven language arts students, and a group composed of grade eight 
language arts students. The groups ranged in size from 315 to 363. The 
items measured included standardized tests, behavioral measures, and local 
measures. There was also a measure of parental pressure. Technically, the 
null hypothesis was based on significance or non-significance in the corre­
lations. However, the sizes of correlations were also of interest. 
The second hypothesis was that there will be no difference between 
observed and predicted performance levels, based on standardized tests, 
within any track. The sample consisted of the grade eleven language arts 
group. The sample size was 315 students. Test V (vocabulary) of the Iowa 
Tests of Basic Skills was used as a predictor for test 8 of the Iowa Tests 
of Educational Development and test L (language) of the Iowa Tests of Basic 
Skills was used as a predictor for test 3 of the Iowa Tests of Educational 
Development. The selections were based on interviews and unpublished data 
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of the Iowa Testing Service. 
The third hypothesis was that there will be no significant difference 
between groups of extreme ability, based on teacher perception, within 
tracks. Technically it was designed to look at the difference between the 
most extreme group in a given track on the side of high ability to the 
most extreme group of low ability in the same track. The results, from a 
practical point of view, indicated the extreme ability levels a teacher in 
a given track could expect* The sample was the same as for the second hy­
pothesis. Tests 3, 8, and composite were used from the Iowa Tests of Edu­
cational Development in testing this hypothesis- The vocabulary and 
language sections of the Iowa Tests of Basic Skills were used. The Lorge-
Thorndike IQ, number of days absent, number of visits to the advisor for 
discipline reasons, teacher ratings, parental pressure based on number of 
school officials aware of pressure, a writing sample, and grade averages 
were also used. A t test was used in each case to determine differences. 
The fourth hypothesis was that there will be no significant differences 
between groups of least ability in each track and groups of most ability in 
the track below. The same group and measures were used as for the third 
hypothesis, but different subgroups were compared. 
The fifth hypothesis was that there will be no discernible differences 
in materials and methods between tracks. An opinionnaire was sent to each 
of 36 department heads in the Des Moines System. A weighted rating scale 
was developed for a series of statements related to differences between 
the program and materials in the various tracks. A t test was used in each 
case to determine differences in results between tracks. 
The sixth hypothesis was that there will be no differences between 
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teacher opinions toward various aspects of tracking between the years 1963 
and 1968. A 20 per cent random sample was used. The total population was 
all of the language arts and social studies teachers in the Des Moines 
System. 
The seventh hypothesis was that there will be no significant differ­
ences between groups of typical or average students between tracks. Stu­
dents in the eleventh grade language arts group who were perceived as most 
representative of the typical student in their respective classes by their 
classroom teachers. The t test was used to measure differences between 
various subgroups. 
Results 
The first hypothesis was rejected. On the four correlation matrices 
it was found that there were many more significant correlations than could 
be expected by chance alone. It was found that behavior was related to 
achievement to a low but significant degree. 
The second hypothesis could not be rejected. There were no signifi­
cant differences between expected and observed performance levels in any 
of the three ability groups. 
The third hypothesis was rejected. In each track it was found that 
the groups of extreme ability were significantly different. The findings 
were based on 12 measures in each track. In the advanced track significant 
differences occurred in ten of the 12 measures. Only parental pressure 
and the writing sample measures did not result in significant differences 
between the two extreme groups in the advanced track. In the general track 
all 12 measures resulted in significant differences. In the basic track 
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significant differences were found in eight of the 12 measures. There were 
no significant differences between the extreme ability levels in the basic 
track on the three behavioral measures and on the parental pressure measure. 
Because there were few significant differences between groups of low­
est ability in one track and groups of greatest ability in the track im­
mediately below, the fourth hypothesis could not be rejected. Only three 
of the measures were significantly different between the lowest advanced 
group and the highest general group. Two of those were from the three 
measures of behavior — days absent and teacher rating. The other was 
grade average. Between the least able group from the general track and 
the most able from the basic track, three measures were also significantly 
different. Two of these were also behavioral factors -- visits to the ad­
visor for discipline reasons and teacher rating. The third in this case 
was again grade average. 
The fifth hypothesis was rejected. On six items, teachers who re­
sponded that there were differences between the advanced and general tracks 
were significantly greater in number than were those who responded that 
the method or technique did not differ between the tracks. The same was 
true of the differences in methods and materials between the general and 
basic tracks. The results were significantly different when the statisti­
cal analysis was based on frequency counts of positive or negative response 
or when based upon weighted measures resulting from intensity of the posi­
tive or negative response. 
The sixth hypothesis was rejected. There were significant differences 
or changes in teachers' responses between the years 1963 and 1968 in 11 
areas. Thirteen areas did not result in significant differences between 
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responses in 1963 compared to 1968. Since 11 differences at the .05 level 
represented far more than could be expected by chance alone from 24 mea­
sures, the null hypothesis could be rejected. Even though the trend was 
toward a more negative perception of tracking, the majority of teachers 
still made favorable responses towards the different aspects of the track­
ing program in most cases. 
The seventh hypothesis was rejecced. Advanced and general track 
groups perceived as representative of typical or average students in each 
of the tracks differed on nine of the 12 measures. The groups did not dif­
fer significantly on the measures of days absent, number of visits to ad­
visor and parental pressure. Between the general and basic tracks there 
were significant differences between groups based on nine of the 12 mea­
sures. There was no significant difference on days absent, teacher rating, 
and parental pressure. 
Limitations of the study 
The scope of this study was limited to the investigation and analysis 
of ability grouping in the social studies and language arts in secondary 
schools in the Des Moines Independent School District. 
The design of the study might be considered appropriate for analysis 
of other ability grouping programs, but the specific findings were limited 
to the district involved. 
The factors used to determine expected performance levels and other 
aspects of ability were limited to selected parts of the Iowa Tests of Edu­
cational Development, selected parts of the Iowa Tests of Basic Skills, IQ 
as measured by the Lorge-Thorndike Test, grades, behavior as perceived by 
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classroom teachers, work samples devised by local educators, and behavior 
based on visits to advisors for disciplinary reasons, and days absent. 
Discussion and Conclusions 
The rejection of the seventh hypothesis indicated that the tracks by 
and large did differ in the ability and achievement of the students who 
made up the groups. It was concluded that students were grouped effective­
ly. The lack of differences between groups of least ability in the ad­
vanced track and of most ability in the general track and between groups 
of least ability in the general track and of most ability in the basic 
track did not adversely influence the decision that grouping had been 
carried out effectively. These extreme groups were made up of students 
who would appear in the tail of a normal curve that one could expect in 
any of the ability groups. It was interesting that the groups of extreme 
ability were much the same in ability and achievement measures, but they 
differed in behavioral measures. For example, group 3 (those perceived as 
least able in the advanced track) did not differ from group 4 (those per­
ceived as most able in the general track) on any of six standardized mea­
sures of ability and achievement- However, on two of the three behavioral 
measures, those who were in the lower ability group (but whose ability was 
equal to those at the lower tail of the upper ability group) actually demon­
strated better behavior than did the group in the upper ability group. 
The same was found between the general and basic track. The observation 
that those who are put into a position of being the top of a lower group 
tend to demonstrate better behavior could not be ignored. 
It was concluded from the great differences between groups of extreme 
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ability in the same tracks, that toachors could oxpect to have to make ad­
justments for individual intellectual capabilities even in "homogeneous" 
groups. Students within the same tracks varied in behavior as well as in 
academic achievement. 
There was no evidence that ability grouping in the Des Moines system 
either added to growth as measured by standardized tests or detracted from 
it. Students in each track did not deviate from expected performance 
levels. 
Although Des Moines teachers did not view tracking as favorably in 
1968 as they appeared to in 1963, as a group they tended to be in agreement 
as to the use of tracking in the system. A majority of teachers still felt 
that students were well placed in all tracks. The research tended to bear 
out their opinions. The majority responded that students were achieving 
satisfactorily in all tracks. The evidence from the standardized measures 
did not conflict with this either. However, as stated above, there was no 
evidence that there was any exceptional growth either. The majority 
responded that pupil leadership emerged in all groups. This was one of 
the major goals of the tracking when it was originated. It was planned 
that students of lower ability who did not exert leadership would do so if 
they were placed at the top of a lower ability group. 
The evidence previously mentioned about groups of equal ability in 
different tracks also tended to influence the conclusion that pupil leader­
ship could be obtained in all ability groups. If students at the top of 
the basic and general tracks behaved better than their equals who were 
placed at the bottom of a more demanding ability group, it could result in 
a very favorable conclusion about ability grouping. It was not concluded 
from the results of this study that there was a definite cause and effect 
relationship, but the evidence was strong enough to lead to a recommenda­
tion for further study on that single aspect of this study. 
There was evidence that teachers were mainly critical of ability 
grouping because of a feeling that it had a detrimental effect on the self 
images of those in the lower ability groups. To a lesser degree, teachers 
felt that there was a false and detrimental effect on the self-images of 
those in the upper groups. There was one outstanding condition of teacher 
perceptions about tracking -- they disagreed about methods of improvement 
of the system. 
In summary, it was illustrated by the conflicts in the literature that 
conclusions about the Des Moines Plan could not be derived without a 
specific analysis of the Des Moines Plan. Differences in the literature 
were attributed to various factors such as differences in grouping plans. 
It was for these reasons the study of the Des Moines Track Plan was con­
sidered necessary. 
Recommendations for Additional Research 
It was recommended that a single study be made to determine differences 
in behavior and adjustment of students of like attributes who are placed in 
different ability groups. There was evidence in this study that those who 
were placed at the top of a lower ability group tended to adjust better to 
school than did those who were of equal ability but at the bottom of a 
higher ability group. 
It was also recommended that more studies be made about the relation­
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APPENDIX A. DATA SHEETS 
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DES IIOIHES INDEPENDENT SCHOOLS 
GRADE 11 
LANGUAGE ARTS 
Advanced Track General Track Basic Track 
1. CIRCLE ONE; high average low high average low high average low 
1 2 3  4 5 6  7 8 9  
2. STUDENT'S NAI'lE: 
(last) (first) (middle) 
3. NAIIE OF SCHOOL; 
4. SELECTED ITED PERCENTILES 




Composite 1-0 . 
9 
5. SELECTED ITBS PERCENTILES 
(Converted to National Norms) 
Test Section Percentile Rank 
V - Vocabulary 





6. Latest Lorge-Thorndike I.Q. (Total only) 
7. Number of DAYS absent first semester 1967-6G 
8. SEX M (Circle one) 
9. BEHAVIOR 
a. Estimated number of visits to the adviser because of discipline problems 
of all kinds - 10th and 11th grade combined . 
b. Behavior rating by classroom teacher (Circle One ) 
1 2 3  4 5 6  7  8  9  
Very poor behavior Average Very good behavior 
10. Can any of the follovri.ng recall a contact from the parent(s) to request a change 
in track? (The contact need not have been made _to this person. The question: 
"Are any of the following persons aware of any such contacts to the school or 
central office past or present?") 





Present Lang. Arts Teacher 
Dept. Head (Lang. Arts) 
11. WORK SAMPLE 12. First semester lang. arts grade 
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STUDEIW CODE MMBER 
DATA FOR 
TRACIdUG STUDY 
DES MOUSES DIDEPEilDEI^'T SCHOOLS 
IAKC5UAQB ARTS 
GRADE 8 
1. CIRCLE ONE: 
2. STUDENT'S NAME 
Advanced 
high average low 
1 2  3  
General 
high average low 
4 5 6  
Basic 
high average low 




V - Vocabulary 
L - language Skills 
(first) (middle) 














LATEST LORGE-TEORimiKE I.Q. (Total only) 
NUMBER OF DAYS ABSENT FIRST SEMESTER I967-68 
SEX: M 
BEHAVIOR: a. Approximate number of visits to adviser due to discipline 
problems. Combine both 7th and 8th grades . 
b. Rating by classroom teacher CIRCLE ONE: 
1 2 3 
Very poor behavior Average 
7 8 
Very good behavior 
9  
8. Can any of the following persons recall any contacts made by parents(s) 
to request a change in track? The contact need not have been made 
to the person. The question: "Are any of the following persons aware of 
any contacts made by parents to any school officials for the purpose of a 
change in track for the student?" 






9. WORK SAMPLE: 
10. FIRST SEMESTER GRADE I967-68 




DES MOINES INDEPENDENT SCHOOLS 
SOCIAL STUDIES 
GRADE 11 
1. CIRCLE ONE: 
Advanced Track 
average low high 
General Track 
high average low 
4 5 6 
Basic Track 
high average low 
7 8 9 







3. ITED PERCENTILE RANKS 
Percentile Rank 
(middle) 
4. ITBS PERCENTILE RANKS 
(Converted to National Norms) 
W - Work-Study Skills 
Wl: Map Reading 
W2: Reading Graphs 
and Tables 
VJ3: Knowledge and 
of Reference 
Materials 
Converted Percentile Rank 
5. 
6 .  
7. 
8.  
Latest Lorge-Thorndike I.Q. (Total only) 
Number of DAYS absent first semester 1967-68 
SEX M F 
BEHAVIOR: a. Approximate number of visits to adviser due to discipline 
problems. Combine both 7th and 8th grades . 
b. Rating by classroom teacher (circle one) 
1 2 3  4 5 6  7 8 9  
Very poor behavior Average Very good behavior 
9. Can any of the following persons recall any contacts made by parent(s) to 
request a change in track? The contact need not have been made the person. 
The question: "Are any of the following persons aware of any contacts made 
by parents to any school officials for the purpose of a change in track for 
the student?" 






10, WORK SAMPLE 11. First Semester Grade 1967-68 




DES IIOINES INDEPENDENT SCHOOLS 
SOCIAL STUDIES 
GRADE 8 
Advanced Track General Track Basic Track 
1. CIRCLE ONE: high average low high average low high average low 
1 2 3  4 5 6  7 8 9  
2. STUDENT'S NAME: 
(last) (first) (middle) 
3. ITBS PERCENTILE RANKS 
Test Percentile Ranks 
U - Work-Study Skills 
Wl: Map Reading 
W2; Reading Graphs 
and Tables 
ÏÏ3: Knowledge and Use 
of Reference 
Materials 
4. Latest Lorge-Thorndike I.Q. (Total only) 
5. Number of DAYS absent first semester 1967-68 
6. SEX M F 
7. BEHAVIOR: a. Approximate number of visits to adviser due to discipline 
problems. Combine both 7th and 8th grades 
b. Rating by classroom teacher (circle one) 
1 2 3  4 5 6  7 8  9  
Very poor behavior Average Very good behavior 
o. Can any of the follovri.ng persons recall any contacts made by parent(s) to 
request a change in track? The contact need not have been made to the person. 
The question: "Are any of the following persons aware of any contacts made 
by parents to any school officials for the purpose of a change in track for 
the student?" 





9. WORK SAMPLE: 
YES NO 
i 
10. FIRST SEMESTER ŒADE 1967-68 
APPENDIX E. INSTRUCTIONS TO DEPARTMENT HEADS 
DES MOINES PUBLIC SCHOOLS 
Departuent of â^âondary Education 
TO: High School Language Arts Department Heads 
FROM; Paul Devin - Phone 284-7046 
SUBJECT: INSTRUCTIONS FOR GATHERING DATA FOR TRACKING STUDY 
If you have any questions, please call me. 
Let me emphasize again that the validity of the results of this study will depend 
heavily on the care and honest objectivity used in gathering the data. 
STUDENT CODE NUMBER: 
1. In the first square put the building number: 
HI - East H4 - North 
H2 - Hoover H5 - Roosevelt 
H3 - Lincoln H6 - Tech 
2. In the second square put the teacher number: 
These numbers are assigned by the department head. I don't want to know 
who the teachers are, but when I ask for a teacher by number, I want the 
department head to be able to locate that teacher. 
3. In the third box, put the period number when the student has language arts. 
4. In the fourth box, put the test group number: 
1 - advanced track/high 6 - general track/low 
2 - advanced track/average 7 - basic track/high 
3 - advanced track/low 8 - basic track/average 
4 - general track/high 9 - basic track/low 
5 - general track/average 
5. In the fifth box, indicate race; 0=White l=Nonwhite 
EXAI4PLE I H3 I 03 I 4 i 4 i 1 1 This student goes to Lincoln. His language 
arts teacher has been assigned number 3 by the head of the department. 
He has language arts fourth period. He is in the general track and 
considered the most capable student in the room. He is not white. 
ITEM 1; Circle the appropriate word and number under the proper track. As 
you mil recall from our meetings, the position within the track is 
based upon those things the teacher considers important when assign­
ing grades. 
ITEII 4: Use only percentile ranks. The standard score will not help us. 
ITEM 5: IMPORTANT11 It is regrettable that the ITBS (our predictor for 
expected performance level) has percentiles based on state norms 
while the ITED (our observed performance level) has percentiles 
based on national norms. I have been able to obtain a conversion 
table for the ITBS. This will require extra work, but it must be 
done. 
As you can see by the enclosed conversion table, a GE of 92 on Test V 
would be marked as a percentile rank of 75 on the data sheet. A GE 
of 114 on L2 would yield a percentile of 94, etc, - If you have 
questions, call me. 
High School Language Arts Department Heads 
Page 2 
ITEM 6; We will use only the total score. If the Lorge-Thorndike is not 
available, another I.Q. may be substituted. If this is done, how­
ever, please indicate the name of the test. 
ITEM 9: a. It is not necessary that the adviser make a detailed study of each 
student. We will accept his best "guestimate." This will not 
require a great deal of time. There should be about thirty for 
each adviser. The department head may want to warn the adviser 
to expect a similar visit from the head of the social studies 
department. 
b. Language arts teachers should circle appropriate number. 
ITEM 10: I hope that those who need to help in this, see the need for it and 
understand our good intentions. They should be informed that memory 
alone will suffice, because conversations that cannot be recalled 
probably represented very little in the way of persuasion. 
ITEM 11: This will be done later. Leave it blank. 
ITEM 12: Note the semester grade. 
DES HOIMES PUBLIC SCHOOLS 
Departuent of S.â6ondary Education 
TO: High School Language Arts Department Heads 
FROM; Paul Devin - Phone 284-7046 
SUBJECT; INSTRUCTIONS FOR GATHERING DATA FOR TRACKING STUDY 
If you have any questions, please call me. 
Let me emphasize again that the validity of the results of this study will depend 
heavily on the care and honest objectivity used in gathering the data. 
STUDENT CODE NUMBER: 
1. In the first square put the building number : 
HI - East H4 - North 
H2 - Hoover H5 - Roosevelt 
H3 - Lincoln H6 - Tech 
2. In the second square put the teacher number: 
These numbers are assigned by the department head. I don't want to know 
who the teachers are, but when I ask for a teacher by number, I want the 
department head to be able to locate that teacher. 
3. In the third box, put the period number when the student has language arts. 
4. In the fourth box, put the test group number: 
1 - advanced track/high 6 - general track/low 
2 - advanced track/average 7 - basic track/high 
3 - advanced track/low 8 - basic track/average 
4 - general track/high 9 - basic track/low 
5 - general track/average 
5. In the fifth box, indicate race: 0=White l=Nonwhite 
EXAIŒLE 1 H3 1 03 I 4 i 4 I 1 ! This student goes to Lincoln. His language 
arts teacher has been assigned number 3 by the head of the department. 
He has language arts fourth period. He is in the general track and 
considered the most capable student in the room. He is not white, 
ITEM 1: Circle the appropriate word and number under the proper track. As 
you mil recall from our meetings, the position within the track is 
based upon those things the teacher considers important when assign­
ing grades. 
ITEM 4: Use only percentile ranks. The standard score will not help us, 
ITEM 5: IMPORTANT11 It is regrettable that the ITBS (our predictor for 
expected performance level) has percentiles based on state norms 
while the ITED (our observed performance level) has percentiles 
based on national norms. I have been able to obtain a conversion 
table for the ITBS, This will require extra work, but it must be 
done. 
As you can see by the enclosed conversion table, a QE of 92 on Test V 
would be marked as a percentile rank of 75 on the data sheet. A GE 
of 114 on L2 would yield a percentile of 94, etc, - If you have 
questions, call me. 
High School Language Arts Department 
Page 2 
ITEM 6: We will use only the total score. If the Lorge-Thorndike is not 
available, another I.Q. may be substituted. If this is done, how­
ever, please indicate the name of the test, 
ITEM 9; a. It is not necessary that the adviser make a detailed study of each 
student. We will accept his best "guestimate." This will not 
require a great deal of time. There should be about thirty for 
each adviser. The department head may want to warn the adviser 
to expect a similar visit from the head of the social studies 
department. 
b. Language arts teachers should circle appropriate number. 
ITEM 10: I hope that those who need to help in this, see the need for it and 
understand our good intentions. They should be informed that memory 
alone will suffice, because conversations that cannot be recalled 
probably represented very little in the way of persuasion. 
ITEM 11; This will be done later. Leave it blank. 
ITEM 12: Note the semester grade. 
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ÎHSmCTîÛKS MR msjms 
I, 3ecoï»s faidllar vi%i thsae tenasî^ 
OEîGMlZATÎOHï îh® î»p^ stssrts &t a good point, has a aanae of aoveaf/r 
gafcs sotaavhere^ acd then stops. îb® paper Ims a plan that the reader cas follow : 
he is never in <So«pt aa to vhere he Î» op where h® is going, Soasetiaes thsre 
is a little tvist asar the end that smkea th® paper ccms out in a vay that 
the reader does cot expect, but it seems qtrf-t® logical. Haisa points are treated 
at greatest length or with greatest 'la^phaslssy others la proportion to their 
irapertacoe. 
là^raga, îfe® «•Tgaiaiîîation of this paper is standardised and 
«onnrentioca-l. Thar® is îasxsllsr- c 03is-parag!f®.ph intirodijction, three main pointn 
each tra«at®d in one paragraph, ar-d! % ssoacltsusioa that often seeras tacked on or 
for cad,. Some trivial points inay ïbs treated ia greater detail than important 
pointa, &ssd tWr$ is oas&llj «osas ^®adwood that ssigjit isstter bs cvA out. 
Low» this paper titarts aay«hsr® nad zavyr gets arjvhare. The 
saia points Bot clearly separ&^W froœ oaa agother, %ad they cews in a 
random p,rd©r->-as tb» «tûdœst had sot giw» aay thought to whAt he inteTid-*'! 
i-i> Ray "eafarss be to wite, ft® papier W st^jrt in ons direction, 
then aziothar, them «œothsr., tmtll tfe» 3%adeT is lor$t. 
IDEAS; High. Bie student has glTsc aoae thought to the topic and has 
wittsn vbat he really tMoks. Se disctissss saeh %gla point long en&ugh to 
Hhov clearly whit ïw asasns» S* sup^»ort» each a»la point vitti ar.gurwnts, «xsanl^?.. 
o.r det"ills; he givae the reader scsse r«ason for believing it. Hi a points are 
clearly related to the to pie aad xo tb® K&i& 1@«& or l&weaaioB he is trying te 
sst across, Bo iï®c«ts«Mary pointe are ©wrloo&sd aad there is so padding» 
The papes- giv®s t;» Impmaaiiaa that the student doee 
Kot regally fceLi-arfo what he ia wrltl.ag or do®js 50t fiûjj uaderatand what it moaDa, 
He triaa to gueas «hat th® t®&ehor v&ats axfd writS'S «t&t h« thinks will gat by, 
Bs doe# aot (B-splsJ.a his fjoisste TOry elesrS^ w wsik» «icstw» alive to the reader 
Has --ritS'î what hi- thi&ke will «Oîssd gooQ#. sot what hs Wl^.eves or knows r 
1^, It is either h&zd to tell tlsat pssists the stTidect is trying 
to m&ka or els® they eTe so silly t at fc# Meald ba^s 2«aliz«d tha.t they aade 
3? seasa if he had orsl^ g topped to tbi».lr, H® is only trying to gex. pomethire 
dovt! oa rsaper,., Hs iio®a mot explain ols points; be oblj" vrites thoic a^'îà t. &'• 
goes on tf. saK-«T,aiag ©Lsb, or ho rap^aats in allgntlj- different tfords, Ha 
dc«s iiot batlier to check his factsj assd much of vhivt as vritsa is obx-rloixsly 
rr.trcsQ,, So ose ba3i.«i5^s this ssort of vritiag-^'îioi srsxi th® atudeat vac wrot-a It., 
MSCHÂHICS; .iimos't vitèmit ext3®ptloa, the error» (if any) are 
s^bjoet to opiMon» îh® studstzst is oot %fralc of uaiiîg different forz.i of 
pane tus. ti ou, Oaags is appropist®, spelling axoellsot, a:)o the h&oô r-rrf.tirig 
13 »t i«A@t very raadabl©. 
Averse. When this writer experiîaents with tascomers ^asaga or 
pimottatlem, it bs-coass ù'arims to the gwa^er that the îjritsr is on ^mfaolliar 
grovœd. feeossK?» vorâs are misspelled, 
Liy-jg Thla writar has ccfflbissed a l&ck of skLli aad careiassc-saa,-
He not onlj doss .-aot kaow how to punctuate, spell, and usa words, but s»5cra8 not 
to care abont appccopiat« sa«chaziia»» 
4'- ^#.1^ 
pVj .  ^ 
W0R3I%; Highc The writer aaes & sprinkling o*' mccaBson words or of faadliar 
words in an izceommon setting. îfe shows «ta interest in words and in putting th®ra 
together in slightly tmusiml ways. Sas» of this experiments vfith words may not 
q\3ite coas off, but ttiis is fsush a proadslag trait in a youjig wrltsr that a few 
!rj.steices may be forgiven. For the mosz part he uses wozdô correctly^ but he 
also Vises Ihea with iiiagiJsation» 
Average The vriter is addictod to ti3"sd old phrases and backnejed 
eZfÇ'resâiors. If jox. left a blank in one of his g@atenc@s, almost anycn© could 
g'ass what word he voold itii® at that point, Ss> does aot stop to think how to 
saj sorséthizig; he just s&jë it in the saae way as everyone else, â vritar 
z&y also get a jciddls rating on this qiiality If he overdoes hii sxpsrments 
with îincoraiacn word3: If he always uses a oig vor- when, a little word troyld 
ssrvB lc.s purpose better, 
c The writer uses words so carelessly cr inezactly the I be grets 
far too Tcaay wrong» Tîiese are not intentional experiments with words in which 
faillira ziay be forgive a}: thisy represent groping for wc-rds ai:d using t.ieai ^ithoMt 
regard to their fitness» A paper vrlttea entirely in a childish vocabulji.rj :3&y 
also get a low raticg, even is no word is clearly wrong. 
YIAYQR'. Highe The •aritisg soixads like a person^ net & cccRittee. The 
writer ssems q;aite sincere and candidj, and he writes about sor^thinâ knows— 
often frc.T. personal experience. Yc-j co'old not mistake tki: writing for the 
vî'itlBg of anyone ^Ise» Although the writer may play dl "feront roles in different 
papers g ha dcas not prut o£ airSo He is bra-re enough to reveal hinaalf Jixsi aa 
lie Is. 
Average » Tbs writer V3'aally tries to a'>pear better or wiser than 
ha really Is, He tends to writs lofty sentiments and broai gecer'slltieso He 
doss not put in the Ji ttle homely details that show tk&t he icno^-ô w!:iat bs! is 
talkln,; abcuto His yriting tries tc soiusd isipressive, Scaetinas it is ispsrsoml 
and correct b'j.t colorlsssp witho'.ît persoJîal feeling or inagination, 
1,3%6 The writer 3'eveals hisjself veil enough but without ae-sning to. 
His thoxxfhts and feelings ara thoae of an uneducated person vho doss not realize 
how l;-9.d tnsy sound, fb.s vay cf erpr«s.iiag hiaself differs from sts.ndard Engirdsh, 
but it is not his persosal style; it is the way -oneducated people talk in hit; 
naighborh-Dod, Soicstinea ths imcoasclotis revelatioa is so torching that w@ art 
teasp'tsd to raw it high on flavor^ but it deserrss a high ;rating only if the 
effect is intentional, 
II. Read the paper thrcv.gh vithoait marking. Take three minutes at the very 
ZRzlaw. 
.  y  I  >.  7 r '  :  
111^ without looking at the paper agaiJij circle the appropiata numbsrca 
IY« Maks sxirs ths student aimber is on the card. 
V. Ms±£ sTire yow number is on the card. 
VI, Dc! aot total. 
TskenfromWlD,ela8'(2dJ Evaluation a@ Peedb@.ck and Gnida, ^CD196? 
Yearboot: u-onialttes, BEA, Wasbinton^ r.C, 
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APPENDIX D. OPINIONNAIRE 
DES MOINES SCHOOLS 
Department of Secondary Education 
TEACHER OPINIONKAIRE OK PROGRESS OF TRACK PLAN 
May 24, 1963 
TO ALL TEACHERS IN THE TRACK PLAN: (English - Social Science) We need your 
response to the following statements to help us improve the track 
plan of organization. Please use the extra paper to extend your 
comments if you need to. Please return your replies to the office 
of secondary education before Wednesday, June 5, 1968, Thank you. 
School Subject 












2. I believe my pupils in these tracks 
are generally well placed: (circle 
answer) 
Yes No Yes No Yes No 
3. I believe my pupils are achieving 
satisfactorily. 
Yes No Yes No Yes No 
4, The track plan requires more 
intensive teacher planning. 
Yes No Yes No Yes No 
5. Individual differences of pupils 
seem more pronounced in the track 
plan. 
Yes No Yes No Yes No 
6. Pupil leadership emerges in my 
classes. 
Yes No Yes No Yes No 
i 
7. Compared to other grouping plans, 




























9. I learn more about my pupils as 
a result of tracking 
Yes No Yes No Yes No 
10. The strengths of our track program are: 
11. The limitations of our track program are: 
12. My suggestions for improving the track program are: 
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DES MOINES PUBLIC SCHOOLS 
Department of Secondary Education 
Departmental Chairmen, Social Science and Language Arts 
Paul Devin 
SUBJECT; THE TRACKING STUDY 
Please return your replies to the office of secondary education before Wednesday, 
June 5, 1968. 
If you strongly agree with the statement, check the -!-4 block; if you strongly 
disagree, check the -4. 
Rating Scale 
-4 -3 1-2 ! -1 I 0 +1 't'Z I -rS I ">-4 
1. I believe that textbooks and supplementary 
materials differ between; 
a. The general and basic track —------
b. The advanced and general track — 
2. I believe that daily assignments differ 
between; 
a. The general and basic track --— 
b. The advanced and general track -
3. I believe that requirements to pass 
differ between; 
a. The general and basic track <»--
b. The advanced and general track 
differ between; 
a. The general and basic track 
b. The advanced and general track 
I believe that reading and research 
requirements differ between: 
a. The general and basic track 
b. The advanced and general track --—-
I believe that subject or departmental 
objectives differ between; 
a. The general and basic track 
b. The advanced and general track -—-
I believe that content structure differs 
between: 
a. The general and basic track 
b. The advanced and general track -----
I believe that sequence, when compared 
with official courses of study, differs 
between: 
a. The general and basic track --
b. The advanced and general track 
24, 1968 
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APPENDIX Fv SCORING CARDS FOR LAY READERS 
Iii7 
STUDENT NUMBER] \ [ 
n 
HIGH 





45 40 3? 
36 32 28 
18 16 14 
9 8 7 
AVERAGE 
30 25 20 
30 25 20 
24 20 16 
12 10 8 
6 5 4 
READER NUMBER^ 
LOW 
15 10 5 
15 10 5 
12 8 4 
6 4 2 
3 2 1 
SCORE ] 
SCORE 2 
TOTAL T-Z = 
. / •  
y-yT 14g 
APPENDIX G. SOCIAL STUDIES TEST 
OBJECTIVE î: EVALUATING SOURCES 0? INFO&IËTICH 
149-
Eisaiaples: 
1, în which of the following sources you be able to find the best 
&nsî<?sr to the questions"? 
(A) Gocsde's World Atlas 
(B) Webster's New Collegiate Dietionary 
(CÎ An American history textbook 
( ) 1„ What does Jacksesïsiiaîï desssocrscy jsean"? 
( ) 2. Does Portland, Oregon, h&ve taors rain than Chicago, Illiîsois? 
( ) 3. What does -justice; Ess&n? 
( 5 4, What was the routa of the Oregos Trail? 
2, Suppose ycu have been given @a assignasat to writs a tem paper. 
Below are listed m nuabar of paaglale subjeetso Under esch one 
are listed thrs® references whieh might giw information about your 
topic. If this Esterial leere available* which would you consider the 
most rsliabla for giving a trua picture of events as they actually 
happened? 
(A) is to be used for the sost reliable source 
(B) is to be used for ths nest isoat reliable source 
(C) is to be used for the least reliable source 
Topic: The destruction of Hiroshiaa by an atomic boiab 
( ) 1. Net?s itea in the Naw York Tisses 
( ) 2. Âmç? Signal Corps photographs 
< ) 3. Masaoirs of the bcabimg plane's pilot written on the 
lOth Sinaiversary of the event. 
Topic: The discovery of gold in California 
( ) 1. A news item in ths San Francisco Chronicle In Septeaber# 1868. 
( ) 2. Tha account of tha gold rush as told by Z&ae Grey» a Western 
novelist. 
( ) 3. An account written by the Ssis Francisco Chronicle in September 
1939, on the ninety^first anaiversary of tha discovery, including 
sn exect reprint of the original 1S48 account. 
Topic: Patrick Henry's "Libe ty or Death" Speech given ori the' spur 
of the moment 
( ) 1. A movie drsmatizirg the speech. 
( ) 2. An account written by Patrick Henry twenty-five years later. 
( ) 3. An account written by an eyewitness while Henry was speaking. 
Topic: President Lincoln's motives in issuing the anandpafcion 
Proclamation of January 1, 1863 
( ) 1. A poem written by Walt Whitman, & contemporary Northern poet. 
( ) 2. The nev&i story that appeared in a Confederate newspaper. 
the Virginia Gasette, for January 10, 1863» 
c ) 3. The account of the Proclamation that Gideon Welles, Lincoln's 
secreta:y of the na'/y, wrote in his diary. 
OBJECTIVE II: DISTINGUISHING BETWEEN ST^HMENTS OF FACT AND STATEMENTS 
OF OPINION 
Directions: In the list below, eotae of the sentences are statecsents of fact 
and others are statements of opinion. Indicate whether you believe each 
8tat«aent to be a fact or an opinion by placing the proper letter in the 
space provided for it. Do not try to decide if each statement is true or 
false, but only whether it should be classified as a statement of fact or 
opinion. 
F 8 Fact 
0 S Opinion 
) 1. The Detaocratic party has done more for this country than the 
Republican party has. 
} 2. In 1939 there were two World Fairs held in the United States. 
) 3. No war has ever accomplished any good for the world. 
) 4. Scientific research often results in the production of new products. 
) 5* Dictators are never happy men. 
) 6. The depression which began in 1929 was one of the most severe in 
the history of the country. 
) 7. The Indians are better off today than they were before the white men 
came to America. 
) 8. The border between the United States and Canada is not fortified. 
} 9. Congress would be more efficient if the terras of Congressmen were 
lengthened. 
) 10. Some voters would I lite to see the terras of Congressmen lengthened. 
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OBJECTIVE; IV: DISTINGUISHING BETWEEN STATEMENTS OF FACT AND 
STATEMENTS OF 1®TIVE 
Our reading materials in social studies contain Teeny statement of fact, 
telling U8 that various events took place. But those same materials also 
contain statementa of motive or purpose, vhere the writer is giving his 
idea as to "wî^'something happened. 
Directions: Place the number of the correct answer in the space provided. 
( ) 1, Which one of the following is a statement of motive? 
(1> Italy is espossd to attack from the sea, (2) Many American 
Presidents have been oilitary men, (3) In 1849 many gold-
seekers flocked to California, (4) The Panaiaa Canal was 
constructed to shorten sea voyages, (5) Modern bombers 
are adapted to a wide craising range. 
( ) 2, Which one of the following is a statement of motive? 
(1) Japan invaded China in 1932 to gain more territory, 
(2) China proved very difficult for Japan to penetrate after 
the invasion, (3) The United States Supreme Court has 
not always consisted of nine justices, (4) After the 
Washington Disaî^sarnsnt Conference of 1922, the United 
States navy was not built up to full treaty strength, 
(5) Marco Polo traveled through China to the court of 
Kublai Khan. 
( ) 3. Which one of the following is a statement of motive? 
(1) Industries are strictly regulated in dictator nations, 
(2) Women's suffrage was stade effective by an amendment to 
the Constitution, (3) I&ich of northern Mexico Is a 
desert region, (4) Alaskan bases are necessary to the 
defense of the United States, (5) In 1913 the Allies 
borrowed money from the United States to carry on their 
war. 
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OBJECTIVE VS: OPEN-MÎKDEDNESS 
Directions: Underscore one of the first five words in each of the following 
statements which you think makes the truest statement. 
Exaiaples; All, Most. Many, Some, No dogs are larger than cats 
All, Most, }^y. Some, No persons on earth have taken 
a trip to the moon and back 
1. All, Most, Many, Some, No Americans are better people than those of 
other countries. 
2. All, Most, Many, Seme, No cibdem ^?ays of doing things are better than 
those of the past. 
3. All, Most g >Wy, Sosia, No Dessocratg are Eore patriotic than Republicans. 
4. All, Most, Many, Some, Ko tfars in which the United States has taken 
p@.rt have been to prosaote selfish interests. 
3. All, Moat, Msny, Some, Ko j^eople who live in slum areas are naturally 
careless and untidy. 
6. All, Most, Msiy, Some, Kb Seiaocratic governments are better than any 
other kind. 
7. All, Most, ^Wy, Some, No poor people work harder than rich people. 
8. All, Most, }&ny. Some, No foreigners want to come to the Waited States 
because they can make more money here. 
9. All, Nbst, Many, Some, No people are happier today than those of the 
past. 
10. All, Most, Many, Some, No immigrante who have come to the United States 
froa Southern Europe make less desirdbl* 
citizens than those lAo have come fr&B 
nothem Europe. 
OBJECTIVE VII: DETERMINING THE DIFFICULTY OF PROOF 
Directions: In each of Che following questions there is one of the five items 
which Bould be more difficult to prove than the other four. Place the number of that 
item in the space provided. 
( ) 1. Which of the following would be the most difficult to prove true or 
false? (1) Many medieval manuscripts were written in Latin, (2) The 
area of Alaska is greater than tliat of Texas, (3) Cleveland held two 
terms in office as President of the United States, (4) The "elastic 
clause" of the federal Constitution has provoked much controversy, 
(3) The Russian economic systea is doomed to failure. 
( ) 2. Which of the following would be ssost difficult to prove true or false? 
(1) The federal budget did not balance in 1937, (2) The Treaty of 
Versailles caused isost of the trouble In Europe between 1920 and 1939, 
(3) Georgia is well suited for cotton»raising, (4) Cuba's standing 
army is smaller than China's, (S) The Reconstruction period after the 
Civil War worked great hardship on the South. 
( ) 3o Which of the following would be the isost difficult to prove true or 
false? (1) Washington was unpopular with some groups by the end of 
his second administration, (2) Jefferson was bom in Virginia, (3) 
Theodore Roosevelt was the youngest President to take office. (4) 
Soil erosion is the greatest problem of the Middlewest, (5) California 
once called itself the "Bear Flag Republic". 
( ) 4, Which of the following would be most difficult to prove true or false? 
(1) Overexpansion of the railroads caused the panic of 1857, (2) The 
Union Army was larger than the Confederate army in the Civil War, 
(3) Woodrow Wilson was once president of Princeton University, (4) 
Many Americans do not like anti-Semitism, (3) Abraham Lincoln was 
bom in 1809. 
( ) 3. Which of the following would be asost difficult to prove true or false? 
(1) Some Arab countries have had European advisors, (2) A clause of 
the Treaty of Versailles laid the blame for starting World War I on 
Germany, (3) Some Democrats did not approve of Franklin D. Roosevelt's 
New Deal policies, (4) The Marshal I plan to aid Europe after World War 
II did not offer to include Poland, (5) The "cold war" beginning after 
World War II was deliberately planned by Russia. 
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OBJECTIVE; USING COK^m REFERENCES 
Directions: Place the number of the item which raost correctly complétés each 
of the following statements in the space provided. 
( ) 1, To locate the page In & text that gives information about Jackson's 
inauguration one should use the (1) bibliography (2) appendix 
(3) index (6) table of contents (5) preface. 
( ) 2. The appendix will usually be found in which part of a book? (I) before 
the preface (2) back (3) middle (4) front (5) after the title page. 
( ) 3. The part of a textbook which contains copies of documents, lists of 
presidents, etc., is called the (1) glossary <2) index (3) preface 
(4) table of contents (5) appendix. 
( ) 4. To determine whether an American history book contains a chapter 
titled "The American Revolution" one should 
(1) read the index (2) go through the book page by page 
(3) read the suraaaries (4) read the table of contents 
(5) read the index. 
( ) 5. A list of references is called the (1) bibliography (2) autobiography 
(3) biography (4) ent^clopedia (3) appendix. 
( } C. Which is the best book to use to obtain the size and area of the states 
in the United States and the countries of Europe? (1) Who*e Who in 
America (2) World Almanac (3) civics text (4) American history text­
book (3) European history textbook. 
( ) 7. To compare the state government with the national government means to 
(1) select items lAich show the differences and likenesses between state 
and national govemaent (2) select items that will show only the like­
nesses (3) select items that will bring out the qualities of state and 
national government (4) describe each (5) discuss each. 
( ) 8. Which of the following statements would be the most difficult to prove 
as true or false about Mr. Jones wlto is a candidate for the Stab* 
Legislature? (1) Be was a city mayor* (2) He voted in favor of tbt 
Republican caislidate for President in the last election, (3) Bs i# 
40 years old, (4) fie Is a very large man, (5) Be is a married men. 
